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Stones moue in circfes. Tl'îey don't moue in straigfif fines. 

So i f  heIps if you fisten in circfes. 

'There are stories inside stories and stories betzwen stories, 

and fnding your rvay tfiro~gfi thm 

is as easy and as fiard as fnding your rvay home. 

a n d  part of fie finding is tlie getting lost. 

% r d  wfîen you're lost, you start tu 1006 around and to fisten. 

(Fiscfier, Sreen berg L* ~Yewrnan of a fi ~Travefling ~e'rrvish %fieatre, 

Coming fiom a 5reaf  9irtance. in .2fetz;ger r5.y r. p. 49) 



DIVERGENCE / PIFFERENCE' 

rac is t  

whitey 

stupid môniyâw 

I'm ~ i c k  o f  yuu white people in this school. why don't you go back where you carne from 

fuckin' racist bitch 

white trash fuckin' bitches 

students spew from a wellspring of  anger 

DIFFERE NCE / DIVERGENCE 

shock, devastation 

understanding, respect 

fear 

discornfort 

teachers' emotions evoked from a wellspring o f  whiteness 

DIVERSITY 1 RACISM 

nuanced 

cornplex, contradictory 

punctuated with questions 

painful 

cherished 

erupting 

sometimes visible, sometimes not 

a tways fe l t  

u5 and them 

other 

minority, visible minority, person cf  color, racist, anti-racist racist 

any body, no body. some body, every body 



CHAPTER 1 

Talking / Reading Race 

Dear Reader, 

Where to begin, the writer queries? 1 have imagined several differeot beginnùigs for 

my writing as 1 work with the data and the questions 1 am asking. While thinking about 

the writing process 1 also hold in my mind's eye, the reader. My thoughts about the 

reader derail my writing as 1 revisit the reluctance of individuals to listen to my teaching 

stories, an experience that has been repeated enough times that 1 wonder about people's 

responses to my words. Who is the audience for my writhg? 1 am writing for the same 

group of people with whom 1 have attempted to share my stories, educators who are 

open to the complexity, ambiguity, contradiction, and tension that are enmeshed in 

educational practice and understand that a multiplicity of educational sights means a 

multiplicity of understandings about education and teaching from which we can learn. Or 

so 1 thought. 

Since that has not been my experience I begin my work by addressing those 

individuals who, as soon as they can identify my teaching practice as being located within 

a First Nations comrnuaity or with First Nations2 children, file my attempts to speak 

under the heading, 'Doesn't Belong Here.' My narratives, the listener suggests, cary no 

import except within that cornmunity and she or he rnoves quickly to refer me to 

someone with a background in First Nations education, that is who you should be tallcing 

to the listener opines. How will we l e m  anything if the only people to whom 1 am to tell 

my stories are the people who already know them? For awhile I told the stories 

differently, 1 left out the racial identifier because I wanted you to listen, a 

decontextualized story created so that you would listen. That didn't last, it was not my 

truth and it was disrespectfui of my students. 

1 am reminded of an earlier experience. A professional development day had given 

staff the opportunity to have lunch at a restaurant. The conversation was leisureiy 
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and light as we awaited ou. meais. After some time, a colleague sitting next to me 

commented on the iength of time it was taking for our food to be served; "now you know 

what it's like to be Indian," she said. Her words are echoed by Taylor (1998, p. 34) who 

says, ". . .like any typical Native person in this country, 1 shouldn't be surprised at 

blatant racism. As it was once said, 'racism is as Canadian as hockey'." When 1 tell my 

stories and explain my research am 1 in that restaurant again? 1 wonder upon what 

foundation your actions are based. Your may think that you are being helpful by referring 

me to another listener; 1 interpret your helpfulness as dismissiveness. Why do you 

intervene so quickly? You haven't heard the story; you have only heard the sentence that 

serves to contextualize what 1 am about to Say. How would 1 begin a conversation with 

you about teaching Stones that matter to me? My attempts thus far have not been 

successfd and 1 continue to wonder if 1 have missed an important cue. The one cue E am 

alert to is the agility and speed with which you move from beginning to end, completely 

avoiding the middle. I am reminded of a stanza fiom the poem In Broken Images by 

Robert Graves (McWilliarn, 1994, p. vi), "He is quick, thinking in clear images; 1 am slow, 

thinking in broken images." My desire is to explore the broken images, the s toks  that 

have stayed with me because there is something in the story 1 have yet to understand. Or 

maybe 1 have been able to leam fiom a story and 1 want to share that with you. 

Recently, 1 was introduced to the work of George Littlechild (1993) and pondered 

why I found his work so evocative. 1 began by thinking of hirn as a storyteller and artist 

but that creates, for me, a dichotomy that doesn't exist in his work. He has woven 

together his persona1 narrative, the historical narrative of the Plains Cree and his artwork 

in This Land is my Land. His use of collage invites me to explore his artwork, to see it 

from multiple perspectives (geographical, historical, familial, and cultural). A colleague 

who is a visual artist suggested that perhaps 1 am seeing for the first time. Pondering this, 

1 think that my ability to see may be rooted in my work in the classroom. My subject 

position has become clearer, 1 am awake to the boundaries set by my ethnocentnc gaze. 
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It is as i f1  had been looking at a fishbowl-the glide and .flick of the golden 

scales, the green tip, the bolt of white careening back from the gills; the 

castles at the bottom, surrounded by pebbles and tiny, intricate fionds of 

green; the barely disturbed water, the flecks of waste and food, the tranquil 

bubbles traveling to the surfaceand suddedy 1 saw the bowl, the structure 

that transparently (and invisibly) pemits the ordered life it contains to 

exist in the larger world (Morrison, 1992, p. 17). 

As you begin listening to my story, the words may become, for you, the contents of the 

fishbowl. The words have no impact on you because they are not about you; therefore, it 

may seem Iogical to refer me to someone who is involved, fisthand, with the words. 

What you have missed is the fishbowl itself, the structure that orders our understanding 

of life inside of it. The fishbowl is a largely invisible, taken for granted, dominant culture 

and in this study it is wrapped around the education of First Nations children. The 

fishbowl is as important as its contents. 

1 am honoured that 1 mattered enough to my students that they persevered in their 

examination of both the fishbowl and its contents. From 1990 to 1994 I taught First 

Nations children both off and on reserve. One class was situated in a midsize city in a 

kindergarten to grade four school and the other class was situated in a band controlled 

First Nations kuidergarten to grade twelve school. 1 taught a class labelled behaviour 

disordered in one teaching assignment and a combined class of grade three and four in the 

other assignment. While the children are central to my research it is not about thern. it is 

about what they were teaching me through their stories; they were teaching me what it is 

to be me in their eyes (Lugones, 1987). They wondered about my skin color, the texme 

of my skin, the size of my home, the vehicle 1 drove, the lunch 1 packed, and the 

composition of my f d y .  They wondered about the language 1 used because the meaning 

1 ascnbed to certain words was dif5erent than the meaning they ascribed to those words. 

They p d e d  over some of the assignments they were given, assignments taken from 
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curricula that were sometimes foreign to their ways of knowing. Sometimes they 

wondered out loud, asking me directly. Sometimes they talked to one another about me. 

Sometimes, when they took exception or didn't understand, they became angry or burst 

into Iaughter. In dl of these ways 1 was given an opportunity to see myseif fiom their 

perspective as they sought an understanding of the stranger who had arrived in their midst 

and who they called 'teacher.' The students were asking me to grapple with my culturally 

constmcted identity, specifically my raced identity, my whiteness. My entry into these 

classrooms marks the end of my invisibility, the end of my silence on questions of race. 1 

was named as white3 and began to speak, however hesitantly, about my raced identity 

while at the same tirne, 1 listened to the children's stories of being Indian. Extending our 

conversation, this research becomes a response to the cal1 for whites to examine their 

raced identities (hooks, 1993; King, 1994; Morrison, 1992, Shadd, 199 1) making rny body 

the site of a stniggle for meaning. 

Our shared stories, in the classroom and in the research, are stories of disruption, 

tension and ambiguity; stories that are Iived out on the borderlands (Anzaidua, 1987; 

Steedman, 1986; White, 1995). Borderlands exist wherever "two or more cultures edge 

each other, where people of different races occupy the same territory, where under, 

lower, middle and upper classes touch, where the space between two individuals shrinks 

with intimacy" (Anzaldua, 1 987, Preface). The power of a story fiom the borderland is 

that it "cannot be absorbed into the central [story]: it is both its disruption and its 

essential couterpoint.. ." (Steedman, 1986, p. 22). 

A story of fluoridation serves as an example. Each week 1 was responsible for 

supervising the fluondation of the students' teeth. 1 rernembered doing this for my own 

children when we, too, lived in the country and drank well water. I decided to ask the 

class if they knew why they were rinsing, expecting a discussion where 1 could tell my 

story of living on an acreage and we could then discuss the pros and cons of using well 

water. One of the students responded, "because we're Indian." 1 was taken aback by the 
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response. 1 spent some t h e  working through that comment with the class but it has 

stayed with me because it speaks to something deep-seated in that student's 

understanding of the world. How did it become a part of her story of being Indian? 

In the fluodation story, the student does not need to hear the story 1 might tell. 

She immediately speaks her understanding that because fluoridation takes place in the 

classroom, it is something that is only done to Indians. Her understanding was partially 

expressed in the resignation with which the words were spoken. Adams (1989), in his 

book Prisons of Grass: Canada From a Native Point of View, States that a First Nations 

child internalizes an iderior image of his or her "self' because '"they are surrounded with 

white-supremacist ideas and stories-every image glorifies white success" (p. 15). The 

dental assistant and I embodied that image and we were not fiuoridating our teeth. At the 

time the student's truth was spoken 1 knew it was deeply entrenched in her being. 1 

wonder if she heard my explanation. As Delpit (1995) points out, 

we al1 carry worlds in our heads, and those worlds are decidedly different. 

We educators set out to teach, but how c m  we reach the worids of others 

when we don? even know they exist? Indeed, many of us don? even 

realize that our own worlds exist only in our heads and in the cultural 

institutions we have built to support them (p. xiv). 

Your unwillingness to listen to my stories stands in contrast to my willingness, 

however tentative, to listen to the children. 1 do remember the contradictory emotions of 

listening and perhaps that's what you are experiencing. 1 am asking you to enter the same 

uncharted temtory that I did. At those times, 1 was no longer teacher. 1 had to become 

cornfortable with giving over control to the students. Nor were the opportunities for 

exploration planned, they arose when the children had need of an explanation. 1 could not 

be prepared in the way 1 wouid be prepared for teaching; perhaps it is this feeling of 

inadequacy I experienced that you want to avoid. Or perhaps you want to avoid the 

emotional entanglement that takes place when you listen to another's story, for as Lopez 
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(1 990, p. 48) says, '[tJhe stories people tell have a way of taking care of them. If stories 

corne to you, care for them. And learn to give them away when they are needed." The 

children gave me the stories when 1 needed them and as 1 look at the world beyond our 

classroom 1 know that those stories are needed once again. 

Reading Cardinal (2977, p. 16) 1 have a sense that the children were, in their way, 

working on "[tlhe basic task that remains after three or four centuries of contact between 

hdians and whites ... construction of a bridge of understanding between two worlds that 

exist as separate rcalities." My sense of their work with me is that they embodied a desire 

to look deeper, to see the whole, to have some sense of the why in their relationship with 

me. "The preconditions for any inquiry are set by pnor inquiries" (Clandinin & Comelly, 

1994, p. 4 18) and this research is grounded in what I learned and am learning about myself 

and my teaching practice fiom the stories the students told and the questions they asked. 

The study is an exploration of white, women teachers' culturally constnicted 

identities and their interface with classroom practice. The focus of this study is on the 

construction of race, specifïcally whiteness; race is the thread 1 snagged fiom the multiple 

threads that are woven together to create identity. How have the teachers constnicted 

their understanding of race? What are the teachers' expenences of dserence in the 

classroom? How do teachers work with dif5erence in their classrooms? 1 begin with an 

explanation of my research methodology followed by my life stones and stories of 

classroom practice to provide a context for the participants' stories that follow. 

Notes 

I 'Divergence / Difference' is made up of words taken from the conversations of the white, women teachers 
who participated in the study. Some of what they said is their memory of students' words. 1 have chosen 
the title of this work to reflect differhg points of view, to acknowledge that there is more than one 
interpretation of the experience to which 'Divergence / Difference' is referring. The article "Honourhg What 
They Say," (1995) makes the following distinctions. 

The acknowledgement of actud difference is not racism. Just as each individual is unique within 
his or her cultural group, so is the group they represent different from other groups. This is the 
principle of diversity. Tàrough diversity comes broader understanding and a wider range of views 
and resources brought to bear on problems. Through diversity there c m  be greater strength. But 
divenity differs from dNergence. The former necessitates a cornmon goal where the latter pulIs in 



different directions that can be quite opposite. The mate r  the divergence, the less shared are the 
goals. Where diversity is obtained ùirough the exclusion of similarities and rejection of 
acculturation or assimilation with attendant deficits of information and mutual respect. racist 
divergence begins (p, 15 1). 

Labelling is problematic. Throughout the document 1 am iabelling students, the participants are labelling 
students, and sometimes the students are labelling themselves with the terms, First Nations, Indian and 
Native. The labels used are labels that have been created by the dominant culture, the mainstream or 
''whitestream" (Halas, 1998, p. 219), not by the groups being narned. WiIson and Wilson (1998, p. 157) 
use the term Native '90 refer to al1 Indigenous groups, whether they be status, non-status, Métis, Canadian, 
or Amencan" and they explain First Nations as a term %at arose out of constitutional talks in which 
Xndigenous groups in Canada were involved, so it is preferred by rnost." Statisrics Canada (1996) defines 
AboriginaI as individuals who reported iden t img with at least one Aboriginal group, that is, North 
American Indian, Métis, or Inuit or those who reported being a Treaty Indian, Registered Indian or a 
member of an Indian Band or First Nation. Calliou (1998) in her article, "Us,/Them, Menou: Who? 
(Re)Thinking the Binary of First Nations and Non-First Nations" aIso explores the issue of naming. 

Throughout rny writing 1 have not capitalized the 'w' when using the word white or its related forms. 
Harris (1993), in her article "Whiteness as Property," refers to the use of the upper case and lower case in 
reference to racial identity as having a particular political history. She explains the use of the Iower case 'n' 
in 'negro' as a way ofjustiGing and defending siavery. She also states that, " 'whiteT has incorporated 
Black subordination; 'Black' is not based on domination. 'Black' is naming that is part of 
counterhegernonic practice" (p. 1710). She provides parallels between the racialization of identity of Blacks 
and Native Americans for the purposes of sIavery and conquest. That parallel could be extended such that 
'white' incorporates Native American subordination or, in the Canadian context, First Nations 
subordination. First Nations rnay aIso be naming that is part of counterhegemonic practice. Considering 
the position she puts forward 1 use a lower case 'w' when referencing white or its related foms. 



Good writimg, not enough of it though 
I 
How to W t e  more, say more 

How does one make a body mind? 

Cellular knowledge o f  ease resisting the dis-ease of a writer's posture 

Bones and muscles ache, longing for release 

Dure I? 

Any physical movement an  invitation for the matters of my life to intervene 

Demands waiting at the periphery o f  my dis-ease held at bay by textual 

engagement 

Matter over mind, 1 stretch into that which waits ut the periphery 

Bones and muscles active, relieved 

Good writing, not enough of it though 

II 
My lwteal phase 
Consciousness and wnconsciowsness blur, intuitive knowing predominates 

Life / work have ovenvhelmed the dream time 

Recognizing that, how can I transform it? 

Hours pass 

Thoughts poured onto paper, temporary relief 

1 sleep with eyes wide shut 

Under cover of darkness the smbbled notes held promise 

In daylight 1 struggle to give them meaning 

Good writing, not enough of it though 

rn 
Quiet the jumble of thoughts 

Focus on breathing-inhalation, exhalation 

A flash o f  stilhess, then 

Monkey brain, mind game, sensing, feeling, thinking 

Crescendo ! Monkey brain exploding 

Muttering, 1 lose myself in imagined discourse 

Caught by a colleague, we laugh (why the need to apologize?) 

Surrendering to the process, 

Subservient to my monkey masters, 1 begin Wnting 



Submission slows me; 1 catch myself winging my hands 

Blank page, the mind game has been put back in its box 

Melancholy 

Good writing, not enough o f  it though 

rv 
A Zife of 

Interruption 
Intrusion 

Irruption 

Discontinuity 
Disruption 

Disorder 

My context for M t i n g  reflected in the words on the page 

1 am who 1 am 

Good writing, not enough o f  it though 



Narrative Intersections 

Postmodern multicztlturalism may have genuinely opened up a space for the 
voices of the other, challenging the authority of the white West, but if may also 

simultaneouslyJUnction as a side-show for white people who look on with delight 
at all the d~rerences that surround them. We ma): be on our way to genuine 

hybridity, multiplicig without (white) hegemony, and it may be where we want ro 
get t ebu t  we men 'r there yet, and we won 't get there un fil we see whiteness, see 
its power, its particztlariîy and lirniredness, put it in its place and end its rule. 27hi.s 

is why studying whiteness matters. 
-mer  (1997, p. 4)' 

Narrative and identity 

Named as white, 1 acknowledged the naming, repeated the words, 1 am white. 

What is its meaning? Who am I? How do 1 understand my whiteness? " Whatever our 

story is, we must come to know it. It is givea to us the way we are given ourselves; it is 

the source and the record of our identity" (Metzger, 1992, p. 50). 1 began by wondering 

about and sometimes answering the children's questions. The sirnplicity of the questions 

belied the complexity of my responses. Each conversation with the children began a 

process of unravelhg some tightly knotted thread of my self, facilitating a journey of 

exploration, an exploration of my self and the social contexts in which 1 was and am 

situated. 

The threads are stiU unravelling; it has become a process, a way of being in the 

world. The unravelling is seen and heard in the stories 1 teII. Stones are "as much a 

representation of a culture as.. .a revelation of a unique individual" (Clandinin & Connelly, 

1991, p. 262). 1 have embodied the cultural constructions of whiteness in the western 

society in which 1 live and racism '5s part of the cultural non-consciousness that we a11 

inhabit" (Dyer, 1997, p. 7). "To speak of whiteness.. .is to emphasize that dealing with 

racism is not merely an option for white people-that, rather, racism shapes white 

people's lives and identities in a way that is inseparable fiom facets of daily life" 

(Frankenberg, 1993, p. 6). The stones 1 tell of my Life/work that follow this chapter 

illustrate Frankenberg's point. 



The participants shared episodic narratives (Riessman, 1993, p. 17), narratives 

woven together mainly by theme. The stories told were not linear, organized around tirne. 

Rather, we focussed on Me stories that informed our exploration of difference, of our 

raced identities. "The Life story is a redescription of the lived Life and a means to integrate 

the aspects of the self" (Polkinghorne, 1988, p. 154). Life stories can be m e n ,  oral, or 

visual stories that arise fkom "facets of daily life" (Frankenberg, 1993, p. 6). Family 

stories are an important part of life stories. "Family stories seem to persist in importance 

even when people think of themselves individually, without regard to their famifiar roles. 

The particular huma. chah we're part of is central to our individual identity" (Stone, 

1988, p. 7). For Moore (1992,) "when we talk about family, we are taking about the 

characters and themes that have woven together to form our identities, which are 

intricately textured" (p. 29). 

Telling stones serves "to claim identities and construct lives" (Riessman, 1993, p. 

2), "to put shards of experience together, to (re)constmct identity, cornrnunity, and 

tradition ..." (Casey, 1995, p. 216). Our lives inform stones and our lives are formed by 

stories (Widdershoven, 1993). "A story is like a Lens or a fiame: it gives focus, it unifies, 

it organizes diverse images into a coherent meaning. Without the fiame or focus, the 

events would be random and discomected. Story provides the relationship, the links, the 

connections. One of the reasons we tell stories is that the existence and the nature of 

relationships become clear in the process of telling" (Metzger, 1992, p. 59). As we tell 

stories we are taking events in our lives and putting them together to create a narrative 

mity. As we live our lives, we live out those stories. 

In planning our days and our lives we are composing the stones or the 

ciramas we will act out and which will determine the focus of our attention 

and our endeavors, . . . . We are constantly explahhg ourselves to others. 

And finally each of us must count himself among his own audience since in 



explaining ourselves to others we are often trying to convince ourselves as 

weU ( C m ,  1985, p. 1 17). 

(Re)constnicting identity brings together the telling and living of stories. Responses to the 

stories we tell, the stories we live, shape the retelling and hence the reliving of those 

stories. Tt is a circula process, each element, telling, Living, retelling, reiiving, connected. 

At the same time, these elements are dependent upon social context, "the plot of the 

normal selfis bound by the episodes and the environment in which a person expresses 

himself or herself.. ." (Polkinghorne, 1988, p. 152). The answer to the question, who am 1, 

cornes in the form of a Iife story, "self-identity becomes Iinked to a person's life story, 

which comects up the actions into an integrating plot" (Pobghorne, 1988, p. 15 1). 

Stories reside in the mind and the body; the mind and body being inextricably 

linked (Northrup, 1998; Ackerman, 1990; Johnson, 1987). Stories are told in the language 

of words and experienced in the language of the body. Stories become mernories on the 

body, cellular memory. For Polkinghome (1988), "it appears that for the major part of 

daily life a person's self concept is raised, edited, and implemented preconsciously, at the 

prelinguistic level of emotion and 'felt' dispositions" (p. 150). 

Working with memory on the body, it is possible to tell and live a different story, 

as the ease of cellular mernory becomes dis-ease. Pratt (1 99 1) speaks of "stripping away 

layer after layer of my fdse identity; notions of skin, blood, heart based in racism and 

anti-Semitism.. ." (p. 61). 1 understand her words as retelling and reliving, as moving fiom 

the ease of cellular memory to the dis-ease of cellular memory. Bateson (1989) writes of 

reading and writing biography to gain a perspective on one's own life. "Each reading 

provokes a dialogue of comparison and recognition, a process of memory and articulation 

that makes one's own expenence available as a lem of empathy. We gain even more fÏom 

comparing notes and Qing  to understand the choices of our fi-iends" (p. 5). Telling and 

retelling our stories requires a dialogue, a way of bringing our stories to consciousness. 

Banks (1 997) makes a similar point, ''reflecting on their own life journeys-by writing 
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their Me storiescan be a powerfd tool for helping teachers to gain a better understanding 

of the ways in which institutionalized conceptions of race, class, and gender have 

influenced their personal lives" (p. 85). An important part of understanding our stories is 

creating possibilities for retelJing and hence reliving our stories. Both Bateson and Banks 

write of understanding our stories and it is out of that understanding we can envision 

other possibilities for telling and living our stories, %e plot of the normal self is bound 

by the episodes and the environment in which a person expresses himself or herself as 

well as the projects of the imagination that appear as possibilities extending out fiom the 

person's actual history" (Polkinghome, 1 988, p. 152). 

One of the participants explained to me that the research process had helped her 

to understand her work such that she could now see herself returning to her former 

teaching position. At the thne she left that position she had no intention of returning and, 

indeed, she may not. What is important is the understanding she constnicted of her work 

such that she could now entertain the possibility. 

Teachers' narrative knowledge 

Our exploration of ciifference was situated in our classrooms and stories of 

classroom practice were an integral part of our conversations, of the life stories we shared. 

"Personal narratives are not superfluous features of teachers' iives; they are basic to our 

professional growth" (Jalango, 1993, p. 72). Teaching ùiforms and is formed by stories 

and those stories are "embedded in [the storyteller's] culture, langage, gender, beliefs, 

and life history" and ''this embeddedness lies at the core of the t e a c h h g - l e h g  

experience" (Witherell & Noddings, 1 99 1, p. 3). 

It is not possible "to understand ourselves as only a teacher. We are that, but we 

are many other things as well. Indeed, the kind of teacher that we are reflects the kind of 

life that we lead" (Connelly & Clandinin, 1988, p. 27). A teacher's self understanding is 

expressed in classroom practice and, at the same time, that practice exemplifies a teacher's 



self understanding. The particular context in which a teacher works creates a time and 

space for the telling and living of stories and it is at this point, the intersection of a 

teacher's narrative knowledge with a particular classroom context, that a teacher's 

identity becomes evident. Connelly and Clandinin (1988, p. 25) use the phrase ''personal 

practical knowledge" to speak of a c'teacher's knowing of a classroom.. .a paaicular way 

of reconstructing the past and the intentions for the future to deal with the exigencies of a 

present situation." A teacher's knowing as expressed in a classroom is a composite of 

narratives located in the teacher's past, present and future. Personai practical knowledge 

situates a teacher's knowing in a particular context such that both the narratives told and 

the understandings constructed are situational, relative to time and space. 

The quest for meaning revolves around the questions, Who was I? Who am I? 

Who am I becoming? While the ontological quest may not be widely recognized, it is a 

part of narrative knowing. These ontological questions, often unspoken, are questions 

that are both asked and answered in the stories we tell to construct rneaning in our lives. 

Connelly & Clandinin (1999) identify this ontological quest as one of identity, '"tachers 

seemed more concemed to ask questions of who they are than of what they know" (p. 3). 

What we know is inextricably linked with who we are and these become our "stories to 

live by" (Connelly & Clandinin, 1999, p. 4). Stories to live by are what the women in this 

study explored. 

Stones are lived, told, relived and retold to reflect life's fluidity and shifts in 

understanding. 

The truths of personal narratives are the truths revealed fkom real 

positions in the world, through lived experience in social relationships, in 

the context of passionate beliefs and partisan stands. They recount efforts 

to grapple with the world in al1 of its confusion and complexity and with 

the normal lack of omniscience that characterizes the human condition. It is 

precisely because of their subjectivity-their rootedness in time, place, and 
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personal experience, and their perspective-ridden character that we value 

them (Personal Narratives Group, 1989, pp. 263-264). 

The epistemological claim is one of knowledge as socially and contextually constructed by 

indviduals, "the knower is an intimate part of the known" and is situated in the world "to 

embrace all the pieces of the self in some ultimate sense of the whole ... to deal with life, 

interna1 and extemal, in all its complexity (Belenky, Clinchy, Goldberger & Tanile, 1986, 

p. 137). 

Meeting with the participants 

As 1 invited the participants to join the study, 1 gave them a copy of my research 

proposal. 1 wanted them to have an understanding of the narrative that brought me to this 

research as well as the questions 1 was pondering. 1 was willing to answer any questions 

that arme out of their reading and then they could choose whether or not to participate in 

the study. Each one of them decided to participate. 

We met one evening a month for three hours from October, 1997 to May, 1998 

and engaged in conversation about our life/work. We also enjoyed a rneal together since we 

met fiom 5:00 p.m. to 8:00 p.m. We enjoyed each other's Company and sometimes 

participants arrïved early and stayed late. The women expressed concern, particularly at 

our frrst few meetings, that 1 was getting what 1 needed in terms of data and they were 

always lending a hand with the technical aspects of recording our conversations. 1 

appreciated their support; it helped to alleviate the anxiety I felt as we began our work 

together. I also appreciated their h e d e l t  thanks for the suppers we shared. We had 

interesting conversations about f o o d - h y  stories about the origins of the names of 

cookies, poignant stories about favourite foods prepared by our grandmothers, stories 

about how we eat and an ongoing conversation, accompanied by laughter, about my 

recipes. 

Amelia: Merle can write this down in her transcribing, the food is wondefil. 



AliceAnn: Like make your fortune with your cookbook, research cooking. 

Elizabeth: Yeah, why are you wasting your time on this, Merle? (02.09.98) 
(See p. 37 for an explmation of transcription referencing.) 

Humour \vas an important part of our conversations. That the participants could 

see the humour in some of the Stones they told is a testament to the positive energy they 

brought to their work. It also exemplifies their wiliingness to see beyond the immediate 

situation, to fiame their understanding in a broader context, one that extends beyond the 

students and themselves. 

AliceAnn: 1 was devastated when a kid called me a bitch, stupid bitch, stupid really 
hurt. 

Elizabeth: My girlfiiend got called a really, really fat bitch. She said bitch wasn't so 
bad, what about the fat? 

AliceAM: A kid told me today, you know you're just a mean, old, crabby lady and 1 
said I'm proud of it. It wasn't going to be devastating anymore (04.06.98). 

Our discussions were guided but not lunited to life stories that centered on 

identity and stories of classroom practice related to working with daerence in our 

classrooms. As we began our conversations I said, 'Tm interested in stones of teachhg 

practice and life stories that might inform that practice.. .however the stoly [of classroom 

practice] is told it touches on what matters to you.. .if there are stones that related back 

to some part of our life history and we want to bnng that forward because it helps to 

explain or understand the story we'll do that" (1 0.28 -97). 

Over tirne each participant told stones that explored race, class, gender, age, 

(dis)ability, sexual and spiritual identity, as well as stories of classroom practice. Our 

identities are woven together fiom multiple threads and while my focus was on the 

construction of our raced identities, specifically whiteness, I did not want to severe race 

fiom the weaving. Therefore, for the purpose of this research I snagged, rather than 

severed, the thread. 



At our k t  meeting Elizabeth initiated a conversation about their responses to my 

invitation to participate in the research. She began the conversation by saying, "1 came 

with the idea that there must be something in each one of us that has drawn us here 

whether it is something that we want to share or it's something we want to find out." 

AliceAnn replied, "for me, it's just exciting to participate in study, to be involved in the 

leaming and the growth." Amelia spoke of her interest in my use of narrative in writing 

and how 1 introduced her to journal Wfiting, "so 1 find it r e d y  neat to be a part of this. 1 

feel, in terms of the approach Merle wants to use that 1 can cornpetently fit Ui" 

(10.28.97). In our conversation of April6, 1998 Elizabeth spoke again about participating 

in the research, "1 used to worry a lot and wonder a lot and now I r e d y  try hard to just 

accept where 1 am because.. .well, like coming here, it was just a bonus, like out of the 

blue you phoned and I'm going, oh this is bonus time.. .to just sit and share and listen.. ." 

(04.06.98). 

1 had several reasons for choosing to work with the ùuee participants in my 

study. They were teaching in classrooms that exemplified the diversity of my own 

teaching practice. My most recent teaching occurred in classroorns of First Nations 

students, both off reserve and on reserve. The questions raised during these teaching 

experiences about my raced identity and its place in my teaching practice have stayed 

with me and form the basis of this study. One participant taught in a First Nations, band 

controlled school, another taught in a separate school in a midsize Alberta city located 

close to a reserve and the third participant taught in a public school in a large Alberta city 

with a siWcant First Nations population (based on Statistics Canada data for 1996). 

Secondly, 1 wanted the participants in the study to be about my age, to have 

similar historical reference points so that we would not have to spend time explainhg the 

events to which we referred. It also provided for personai connections between and 

amongst one another's stones. An example of this occurred early in our conversations 

when 1 made reference to "DP7s" (displaced persons) in describing my understanding of 
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how I had constnicted my raced identity. While some participants acknowledged they 

had not heard that word for a long time, ail of us knew what it meant and had personal 

stories to share about our expenences related to that referent. Some participants spoke of 

experiences with displaced persons; one participant spoke of the experience of being 

(called) a displaced person. Another time, the discussion centered on the introduction of 

television. The participants were discussing storytelling in their families and one 

participant said, 

fiom my grandparents and my dad particularly and to a degree fiom rny 

mom 1 have a great sense of history in what they told. 1 don't think our 

taking in our generation is the sarne. It's not as history laden, possibly 

because we're not so dependent on oral transmitting where my 

graudmother's only means of cornmunicating was ordy.. .now we bring in 

reading, we b ~ g  in viewing tv, we bring in going to movies and that 

entertains where her t a h g  entertained us (1 1.18.97). 

I also chose participants wîth whom 1 had taught or studied because narrative 

inquiry "occurs within relationships among researchers and practitioners, constructed as a 

caring comrnunity" (Comelly & Clandinin, 1990, p. 4). The sense of cornmunity was 

only partial as we began the study since the three participants did not know each other. 

From the beginning they sought out connections to one another and discovered in our first 

meeting that they had the same number of children. Mothering was always a topic of 

conversation, before, during and after the tape recording of our conversations. As mothers 

of teenagers and young adults, there was rnuch we had in common and having a place to 

share the trials, tribulations and rewards of living with our children was seen as a bonus. 

Participants continued making connections as evidenced by the following transcript 

segment, "Well 1 was reflecting that the three of us, our parents didn't speak English as a 

first language" (04.06.98). Upon reading a draft of this chapter Ameiia noted that her 

mother's fïrst language was English and it is the only language she speaks. Her comment 
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reinforces the participants' search for connections. The fact that Amelia's father didnot 

speak English as a fist language comects her to the others and the fact that her mother's 

o d y  language is English did not detract fkom that connection in our conversations. 

The connections were an important counterbalance to the differences amongst the 

participants. They held strong, Mering beliefs on such topics as workùig with difference 

in theu classrooms, ferninism, and spirituality. One participant summed it up this way, 

'%ve all have different perspectives and they're ail valid and when I take that back to 

school that has meaning in terms of my kids and it's sornething that kind of was 

inherently there for me but it's validated, it's m e d  that you need to view them that 

way" (04. 06.98). We continue, as a group, to meet sporadically and support one another 

in our ongoing endeavors. 

Working with field texts 

Field texts (Clandinin & Cornellys 1994) consisted of field notes, tapes, 

transcripts and yearbooks fkom the universities we attended. Some of us also brought 

yearbooks fiom our high schools and the schools in which we taught. Each one of these 

field texts told various kinds of stories. 

It is bath the resonance and the dissonance with each other's stories that helled 

our conversations, that prompted us to Say more or add sornething previously forgotten 

to the conversation. When a story resonated with another's experience that story would 

aiso be shared and then both stones would be enlarged upon. Sometimes this happened 

spontaneously and sometimes through questioning. At other times the dissonance created 

by a story would also bring questions a d  those questions wodd be contextualized within 

the other participant's viewpoint. Perhaps, too, there were times when silence was the 

response. The stories that were told were also responses to the participants' suggested 

topics for discussion. 



Conversations were taped and in between meetings 1 worked at transcribing the 

tapes. As the transcripts were completed I took them to our meetings so that the 

participants had an opportunity to read them and comment on them. When the 

transcripts were completed, shortly &er the completion of our research conversations, 1 

began looking for "patterns, narrative threads, tensions, and themes either within or 

across individuals' personal experience" (Clandinin & Comelly, 1994, p. 423). What 

emerged h m  the conversations are life stories that inform the participants' stones of 

classroom practice. 

Which stories are to be told in the "research text" (Clandinin & Connelly, 1994)? 

Which elements of which stones are included/excluded? My subjectivity is evident in 

both the fiamhg of the research inquiry and in the selection of stories t?om the 

transcripts. The stones that 1 have chosen reflect my own search for an understanding of 

what it means to be a white teacher in a classroom of First Nations students. In 

constmcting the research text 1 focussed on race, how we constructed ou .  raced identities, 

how our students expressed themselves on the subject of race and how we worked with 

raced identities in the classroom. 

The number of stories that each participant told varied according to the number of 

research meetings she was able to attend and also according to each participant's cornfort 

level with sharing persona1 stories. As in any group there are those members who share 

frequently, those who share less frequently; those members who take tirne and more than 

one attempt to express themselves, those who speak succinctly; those members who 

respond, those who initiate. As one participant said, "well I'm just listening and 

sometimes 1 think 1 want to jump [in] and then 1 think, no maybe just listen a little more 

(1 1.18.97). 

When a person talks and that talk is recorded it does not become a written t e a  by 

virtue of transcription. This point is one 1 learned while working on an earlier research 

project. 1 retumed a transcribed tape to an elementary teacher who was a participant in 



the project on which 1 was working. She read over the tape and expressed her surprise at 

the form her transcribed inteniew had taken. There was little punctuation; her ideas 

flowed one into the other. We talked briefly about the act of speaking and the act of 

writing and she said that never a g a .  would she tell her class that WTiting was simply 

speech written onto paper. The insights about writing that she developed during our work 

together have stayed with me and as I transcribed the tapes 1 was reminded once again of 

her words. We shape our speech and that speech is then shaped into field texts, 

transcripts, which are then shaped into research texts. 

Transcription is an intense process, physical in nature; my body still carries its 

mark. Transcription is also an interpretive process. Did 1 hear the speaker correctly? 1 

listen and Men again and again. Sometimes there are other voices in the background; 

sometimes the speech is interrupted; sometimes the speaker's voice fades; sometirnes the 

speech flows quickly. 1 capture the pauses and repetitions. 1 will write a research text 

from these transcripts but what will it look like? 

Listening to the tapes as 1 transcribed our conversations 1 heard once again the 

emotion, joined in ~e laughter, tensed at the words spoken in frustration, felt at a loss 

when the tears came. 1 cannot put these emotions into the transcription other than by a 

word or two of description, a reminder to me of what transpired within the words. In 

rereading the transcripts the words that set out emotion seem foreign. They are printed in 

brackets outside the speech, an act of separation that tells nothing of their origin, Life and 

resolution. Transcripts, like the research text, are disembodied. 

The emotive quality of the participants' responses, their anger, hurt, surprise, joy, 

humour, sadness and resignation, are a necessary part of the whole, of the stories the 

participants told. This is ody  partially available to the reader through the written word. 

At the same tirne, there is a tension in their work, the tension of difference as it is 

embodied and lived out. 1 have a responsibility to shape the spoken word into the written 

word ever rnindfûl that the h t t e n  word is not simply speech captured on paper. 
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I chose to edit the transcripts so that each participant's stories are woven rather 

than patched together. My editing focusses on such matters as the judicious use of the 

phrase 'you know', deletion of the repetition of words as ideas are formulated, and 

deletion of ideas that were expressed for the group's understanding but were not meant 

for a wider audience. 1 sometimes changed the punctuation that was inserted during 

transcription. 1 altered some of the language such as verb tenses and outside referents in 

order to weave each woman's stories together fiom the episodic narratives that were 

shared in our conversations. 

The following two excerpts illustrate our conversations. While they make sense to 

the women involved, they wodd not make sense to someone reading them unless that 

individual possessed the necessary insider knowledge that we had already accrued. This 

was an important consideration in constructing the research text. "But didn't that 

probation officer have to check that letter? Like when 1 have had court ordered Letters of 

apology 1 had to check them and make sure that they fitted in" (04.06.98). We have 

already listened to an update of one participant's story of her efforts to make sense of 

being physically assaulted by students. The participant who is responding worked as a 

probation officer, we know this from an earlier conversation, and she inte jects at this 

point in the story as a way of providing feedback and support to the participant who is 

trying to make sense of the judicial handling of her assadt. 

The next example illustrates how the participants would sometimes begin with a 

story and, f i e r  listening to others' stories, expand upon or M e r  explain the story they 

had shared earlier. In the transcripts, the response to another participant would include no 

preamble; we, as listeners, knew the original point of reference. We also were aware of the 

tone of the words, the emotive component of the response. The following segment of 

transcription (12.09.97) illustrates the participants' responses to the immediate story, its 

telling triggered by an earlier story. Within the conversation there is the familiarity of al1 

of the participants with the story that preceded this section of transcnpt as well as one 
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participant's familiarity with the story being tolà. ïhere are thoughts partially expressed, 

thoughts elaborated upo~~,  details clarified, and, as the story is shared, there is an 

elaboration of the earlier story. One participant draws upon her experience as a parole 

officer. Something has occurred in the week preceding the meeting and it is referred to in 

a general way, it is not named or described, yet the participants agree to its connection to 

the stories being told. 

Merle: 

Amelia: 

Merle: 

Amelia: 

Merle: 

Amelia: 

MerIe: 

Amelia: 

Merle: 

You can't know al1 that that child cames but an incident like this, do you 
xmember when that student kicked in that plate glass door? 

Yes. 

1 had a student who in absolute rage kicked in, smashed the plate g las  
door 1 mean this is a security door, 

nith that wire embedded in it, 

oh yeah, and it was just gone, this door was just gone 1 mean.. . 

and he was only in grade four wasn't he Merle or three? 

three 

three 

He was in grade three. 

AliceAnn: And it wasn't directed at you? 

Merle: No, something had happened, it was a playground incident 1 think or 
something in the bootroom or in the hallway as he was coming back in that 
triggered this, but 1 mean this is a response h m  where, that's the sarne as 
what you're asking where did this corne fiom? And 1 mean he carried such 
an anger. 

Nice-: Yet even when this little boy was telling his foster mother and 1 said to 
her, 1 don't feel it was directed at me 1 don't feel he was angry at me and 
she said, you're right. Now usually you know 1 can pick out the people 
who are mad at me. 



Merle: Yeah, yeah. 

ALicehn: Even when they're not 1 might feel they are but in this case it was so 
amazing and so shattering and when 1 came back the kids were laughing and 
yucking it up and 1 said, look I'm shattered when somebody's in so much 
pain that this is how they react and I'rn going to work at my desk quietly 
for awhile and that's what 1 want you people to do. Yeah right (laughter). 

Merle: Another time when 1 was teaching I remember an incident like that and 
they came off the playground and 1 don't know what had happened they 
just walked in the room, one of them exploded and he grabbed a baseball 
bat that was in the room and he went, these are boys in grade four, and he 
went after the other boy with the baseball bat. 

AliceAnn: Oh my god! 

Merle: I was temfied not for myself but that something would actually happen 
and 1 c m  still see myself screaming at this other boy, get out of the room 
get out and 1 was between them and of course he thought I was mad at 
him. I just didn't want this to come to anything. So he left the room and 
ran away which 1 didn't know at the time and there 1 was with this other 
boy swinging this baseball bat around and 1 had my foot against the door 
'cause 1 didn't want him in the hall, 1 didn't know what he was going to 
do. If he was going to do any tbg ,  do it to me but 1 just somehow knew he 
wouldn't either. Oh it was just awful and he had to do that until he was 
exhausted from his rage and fortunately there were no windows in this 
room there was only one window up high. He tned to get to it but you 
have to get on a desk and you have to crawl up the wall. 

AliceAnn: Pretty tough when you're really angry. 

Merle: So he was literally caught in this room. 1 couldn't stop crying, 1 was over 1 
was tired aqway but 1 couldn't stop, 1 u.as just spent. 

AliceAnn: If 1 had had to tallc to any more kids like 1 was as close to crying in a class 
as I've ever come and.. . 

Merle: And I know that a part of that rage is related to race but 1 don't. . .I don't 
know al1 that it is and 1 worry. I mean what cm I do? That was at the end 
of the year but 1 worry too because that's the rage that cornes out when 
you're older in more public ways and then you're charged, you're charged 
with assault, you end up in jail for that. 



AliceAnn: WeU it's like he couldn'f he woddn't go to jail, he would get comrnunity 
service for it but the parents would be within their rights to press charges. 

Merle: Yes, yes that's assadt isn't it? 

AiiceAnn: It is, It's no question and you h o w  you understand the pain and al1 those 
things and 1 felt dreadfid for the boy who w-as being awful to the little girl 
like, no matter tvhat, you don't deserve that and you don't want her ever 
to thhk that she wodd deserve.. . 

Merle: No, exactly. 

AliceAnn: a hit upside the head. 

Merle: Especially after al1 this city's been through in the last few weeks. 

AiiceAM: Can you believe it? One afier another. 

What was self-evident in conversation is not self-evident to the outside reader of a few 

pages of transcnpt. Therefore, part of the interpretive process is to weave together the 

multiple responses so that each participant feels that they have been heard in the fullest 

way, that 1 have presented a holistic sense of each woman's story. 

Constructing a research text: (re)presenting stories 

Our conversations revolved around multiple facets of identity and in snagging race, 

rather than s e v e ~ g  it, ffrorn the women's identities 1 believe that a more holistic picture 

of each woman's 'self emerged in our conversations. A part of constructing the research 

text fiom the field texts was bringing together the life stories and the stories of classroom 

practice. The participants knew that my research interest was centered on an exploration 

of whiteness based on stories of teaching practice and the life stories that might inform 

that practice so fiom time to time the comection between stories was made explicit by 

the participants themselves, somebes  in a self-reflective component contained within 

their stones. However they made the comection it reinforced, for me, the importance of 

those particular stones for the research tea. For example, one participant said, ''1 sort of 



go IÏom sornething that my dad told me a long time ago, maybe from those stories.. ." 

(1 1.18-9'7). Later, she gave voice to a memory on ber body. As she said, 

It's h y  how uiings never leave you and how you get drawn into 

conversation, like when you started to talk about race. It's distant fiom 

me. I'm fine, 1 was ok sitting there and I'rn categorinng where it's 

supposed to fit in relationship to me and then we hear DP [displaced 

person] and I'rn sitting right up there because the pain, 1 think, that a 

person goes through is incrcdible. 1 have gone through an awful lot of pain. 

I'm glad that I'rn able to be at a place where 1 can tdk about it and try 

make sorne sense out of it (1 1.18.97). 

Another participant told a story of teaching in West e c a  because of its memory on her 

body and the part it plays in her current teaching practice. 

I was doing the comrnents on his report card and I wrote, this boy's a 

cornedian. Didn't think a thing of it, not a thought. When 1 came back fiom 

the long Christmas vacation he said, oh Miss you never should have 

written that. 1 said, what? He said, about the cornedia; they took me in a 

room and they tied me on a table and they beat me.. .I don? like to leave 

things too last minute in school because I'm very scattered and I'd be to 

the very last minute breparing report cards] and I'd always think of this 

boy but 1 didn't make the comection. I'rn terrified and we have to do 

narratives now.. -1 feel that you have an obligation to be specific, on the 

other hmd, what if 1 make a mistake? I mean, it's temble (10.28.97). 

Sometimes the comection between the life stories and the stories of classroom 

practice was one 1 understood as memory on the body. Our mernories are stored 

throughout our bodies, in muscles, in organs, and in other tissues. This information, "like 

the submerged portion of the iceberg, is not generally recognized by the part of the iceberg 

on the surface, o u  conscious intellect. Our cells contain our memory banks-even when 
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the conscious mind is not aware of them and actually battles to deny them!" (Noahnip, 

1998, p. 38). What has been embodied in childhood Lies in our cells and when we speak of 

the unconscious as a guide 1 think of it as our cellular memory. When 1 made the 

connection between and amongst stories 1 was looking for a theme that echoed across the 

stones. For example, was the Me story that was told one that exemplified the theme of 

feeling alone? If so, was this theme echoed in a story of teaching practice? If the story 

told was one of a participant's spirituality, 1 Iooked for the living out of that spirituality 

in the stories of classroom practice. When the participants made the connections between 

their stories of classroom practice and their life stories that reinforced the importance of 

those stories. M e r  the stones were comected 1 explored their meaning in the cultural 

context in which they are situated. 

Once 1 connected the life stories and stories of classroom practice in the 

transcripts 1 wondered how 1 might weave episodic narratives into a story? So that my 

bodylmind could feeVsense1think about what it means for me to use a weaving metaphor, 

a page of transcript became the warp and another one became the woof and 1 began 

weaving, literally. 1 condensed several pages of transcript into two pages by reducing the 

font size. This elirninated much of the white space and created pages that were dense with 

words so that the eye would see that 1 was weaving words together. Leaving a one inch 

border around the page 1 cut the centre of the page into strips or threads to create the 

warp, just as one would place wool lengthwise on a loom in order to begin weaving. 1 cut 

the second page into individual strips or threads to create the woof and these threads were 

then woven hto the warp 1 had created with the fxst page of transcription. 

1 soon become mindfd of loose ends, uneven tension, and gaps. My hands 

sometimes ached as 1 tried to move each thread into what I considered to be the right 

position. If it worked at dl it only worked temporady. Soon the mass of the weaving, the 

taut inner portion, would force the outer edges to bow and the uneven tension would 

again create gaps in the weaving. The loose ends of each thread began to cul, the words 



moviog sideways of their own volition. Correcthg the tension and moving threads back 

into position made me wary, how much force would be enough? Too much force would 

tear the thread and then 1 wondered what wodd replace it or, indeed, if it could be 

replaced. I was especidly carefid so that this scenario never became a reality. Were the 

threads being positioned where they belonged in the weaving? 1 often found rnyself 

wholly engaged with the rhythm of weaving, rnanipulating the warp? up weave 

under-down weave over, and only after the fact would 1 check to see that the thread had 

been woven in correctly. Correctly meant that the words could be read fiom left to right 

and top to bottom. If 1 was not focussed 1 would err and then the thread would have to be 

removed fkom the weaving. This, 1 discovered, was an easy process; a tug at the loose end 

was d l  that was needed. The difficulty arose when 1 tried to reweave it. The thread had 

already been shaped by its original position in the weaving so it resisted my effort. This 

was the only time that I needed to use something besides my hands to weave the threads 

together. 

1 introduced a 'foreign' thread (foreign in texture and colour) to symbolize the 

extemal interventions 1 experienced as I tried to weave together the participants' stories. 

The interventions were varied, sornetimes subtle and sometimes not so, and arose outside 

of the research conversations themselves. The interventions were both personal and 

professional in nature. The weaving of the 'foreign' thread created a filction with the 

warp of the weaving that, uniess 1 was careful, wouid shed the vertical threads. 

Removing the 'foreign' thead would have the same effect. It also required more space 

than 1 had anticipated and its shape and texture resisted positioning close to the other 

threads. This kinesthetic experience became the basis for my writing, for weaving together 

the participants' stories that follow. 

I am the primary interpreter of the participants' narratives. The subjectivity of 

the undertaking is evident; the participants' words are the vehicle by which 1 enlarge upon 

my 'self understanding. My writing exemplifies what 1 am figuring out about my work 
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and myself and it is set in the context of their words. It is also set in the context of their 

support, their witlingness to work through this process with me. My narrative, then, is an 

@)visible thread in the weaving together of their stories. 

I am storyteller, editor and interpreter as I create a research text. In relation to 

writing, Richardson (1 997, p. 91) says, "[tlhere is no such thing as 'getting it right' ; only 

'getting it' differentiy contoured and nuanced." How 1- the text's writer, am situated, in 

history and in the present, forms the text's contours; its outline is formed by the 

questions 1 ask and the way in which 1 fiame the responses. In the hands of another, the 

contours and nuances would be different. It is my body/mind that has guided the weaving 

of the participants' narratives. The words themselves remind me that 1 am the weaver of 

this research text as they resist, ever so slightly, my efforts to have them lie flat on the 

page, to conforrn completely to the contours of the text that 1 have set out for thern. 

Once the contours of the research text are recognized, then the nuances, more subtle in 

nature, become evident. They are seen in the variations on the page, the gentle c w e s  at 

the centre of the page, the irregular gaps as the eye moves away fiom the centre, the loose 

threads that sit just beyond the edges of the weaving curling gently towards the weaving's 

centre as if to frame the contours. Ali of this has been wrought by my hand; the contours 

and nuances are unique to my weaving. It is my hands that have prepared the îhreads and 

woven them together. "Like wet clay, it [material] can be shaped and reshaped" 

(Richardson, p. 93). What you are reading is the way that 1 have shaped the field texts 

into a research text. 

Reading the research text 

What is important to me as you read their stories is that the stories be kept whole, 

that the words of the speaker rem& in the context in which they are spoken. 

Participants' knowing, as represented in the research text, is partial and situationai and to 

remove words fiom their context is to make them meaningless. The emotions evoked are 



specinc to the time and place of the story. Words, then, hold meaning in the context in 

which they spoken, not outside the context. For example, in one story Elizabeth says, 

"so 1 called him out and I tore a strip off him." The student responded, ' i ou  don't live 

where 1 live and you cad t  tdk to me like that." She replied, "oh but 1 can. 1 don? live 

there but I can tak to you any way 1 want tom (04.06.98). This exchange, taken out of 

context, could be read as an &ont to the student, the teacher speaking Çom a position of 

power to a powerless student. This partial text does not bear witness to her frustration 

with the student's lack of respect for his cultural hentage nor the community's support 

for her efforts to work with this student. During our meetings together I heard the 

emotion that accompanied the participants' teaching practice, the thoughtfid caring they 

brought to their cIassrooms. I c m  only imagine the emotion they experienced in living out 

the stories they told- This is one story that hints at the emotion involved in Elizabeth's 

teaching practice and it is an emotional quality that the student understood because when 

the student retumed to class he did engage in conversation with Elizabeth about what had 

transpired. He understood, having lived the story with her, the ernotional tone in her 

response as one of both frustration and caring. 

Stories have multiple interpretations and what you, the reader, connect to in a 

story may be different than that with which 1 connect. 

The story of a life is less than the actual life, because the story told is 

selective, partial, contextually consûucted and because the life is not yet 

over. But the story of a life is also more than the life, the contours and 

meanings allegorically extending to others, others seeing themselves, 

lmowing themselves through another's life story, re-visioning their own, 

arriving where they started and howing %e place for the first time" 

(Richardson, 1997, p.6). 



Our response to a story tells us more about ourselves than it does about the person t e l h g  

the story. Our reading activates our memones on the body and it is to that body/mind 

response that we need to pay attention. 

. . .the central imaginary for "validity" for postmodernist texts is . . .the 

crystal, which contains symmetry and substance with an idb i te  variety of 

shapes, substances, transmutations, dtidimensionalities, angles of 

approach. Crystals grow, change, alter but are not morphous.. . . 

Crystallization provides us with a deepened. complex, thoroughly partial 

understanding of the topic. Paradoxically, we know more and doubt what 

we know (Richardson, 1997, p. 92). 

You, the reader, will have your own "angles of approach" to the stories. It is my hope 

that reading the research text facilitates both believing and doubting as you comect, in 

your own way, with the stories. 

Each participant's story is set out in the sarne rnanner. The words of the poetic 

introduction and the subtities of the chapter are taken from the participants' words. Each 

chapter (4,5, 6) begins with a brief introduction to the woman whose stories are being 

(re)presented. Following thaq the stories are set out in the same format. A story of 

classroom practice is set out and woven into the classroom story are life stories related to 

race. The latter stories are set in italics. When the stories have been woven together there 

appears a line like the one that follows, mmamamm, and after that is my telling of the 

stories. It is here that 1 may make reference, if necessary, to the context in which the 

story was told. Because the episodic narratives were told over the course of our eight 

meetings the referencing in the stones is not linear in nature. A story was told and then 

sometimes elaborated on at a later meeting, retold in the context of another's story or 

referenced in the telling of a new story. These are the pieces with which 1 was working 

and they have corne together in a way that presents the story as holistically as possible . 

rather than according to the timeline of our meetings. The data taken from the banscripts 
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of our conversations is referenced as to the date of the conversation. Following the quotes 

fkom the transcripts you will find one of the following references. 

10.28.97 refers to transcript #1, which took place on October 2 8 ~ ,  1997. 

1 1-18-97 refers to transcript #2, which took place on November 18", 1997. 

12.09.97 refers to transcnpt #3, which took place on December 9&, 1997. 

0 1.12.98 refers to transcript #4, which took place on January 12", 1998. 

02.09.98 refers to transcript #5, which took place on February 9'h, 1998. 

O3 refers to transcript #6, which took place on March 9", 1998. 

04.06.98 refers to transcript #7, which took place on April6", 1998. 

05.1 1.98 refers to transcript #8, which took place on May 1 1 ", 1998. 

My stones are set out in the next chapter. My life stories, as they relate to race, 

begin the chapter and set a context for my stories of classroom practice. 1 acknowledge 

my subjectivity and my own narrative, which follows, wiil give you, the reader, a sense of 

that subjectivity. 

Notes 

in 1971 the Canadian parliament enacted the official policy of multiculturaIism. In 1997, Banne rji 
writes, of being in limbo, living as a Canadian citizen and yet remaining an immigrant. 

Canada then cannot be taken as a given. It is obviously a construction, a set of representations, 
embodying certain types of political and cultural communities and their operations. These 
communities were themselves constmcted in agreement with certain ideas regarding skin color, 
history, Ianguage (English,French) and other cultural signifiers-al1 of which rnay be subsumed 
under the ideological categoq 'White'. . . Ewopeanness as 'whiteness' thus translates hto  'Canada' 
and provides it with its 'imagined community' " (p.24). 

The existence of an officia1 policy of rnulti~ulturalism~ then, does not somehow subsume a discussion on 
whiteness in this country. An interpretation of Dyer's quote within First Nations communities might be 
based on the unique position they claim in this country, that of first nations. Such a c l a h  exists outside 
of the multicuItwal fkamework established in 197 1. A First Nations reader of Dyer's text may interpret 
"multiplicity without (white) hegemony" as the establishment of self-governing First Nations within 
Canada. That point of view would support Dyer's (1997) claim that we need to "see whiteness, its power 
its particularity and limitedness ...p ut it in its place and end its rule" (p. 4). Fust Nations communities 
have an historical understanding of Dyer's words 



Difference / ecnereffiD 

Invisible 

Teacher 

Privately na rri ing 

Resonance 

What is common? 

Avoiding difference 

Discornfort 

Unfarniliar, 
dangerous 

te r r i to ry  

Visible 

Students 

Publicly naming 

Dissonance 

What is difierent? 

Exploring difference 

Curiosity 

A place 
o f  

exploration 

Yes, I am white 

S p a c e ~  merging 

Questions asked 

Questions answered 

Questions remaining 



CHAPTER 3 

A White World: My Narratives of Identity and Classroom Practice 

The present tense of the verb to be refers on& to the present; but nevertheless, 
with the first person singdar in fiont of it, it absorbs the past which is 

inseparable j?om the pronom. 1 am inclucies all that has made me so. It is 
more t h  a staternent of fact: ... it is already atrtobiographical. 

-Berger (19 72, pp. 66-4 7) 

The composition of the narratives in this chapter began in the classrooms in which 

I taught and before that in the taken for granted of my everyday Me. The narratives bring 

together those two elements to create a picture, however partial, on which to reflect. "The 

process of rereading one's work and situating it in historical and biographical contexts 

reveals old story lines, many of which may not have been articuiated.. . .Writing stories 

about our 'tex&' is thus a way of making sense of and changing our fives" (Richardson, 

1997, p. 5). n i e  stories also provide a context for reading the participants' narratives that 

follow. 1 have used excerpts fiom the transcripts as well as other stories 1 wrote in 

preparîng to do this research. In the stories in this chapter, my reflections are a part of the 

story itself. 

1 begin with an excerpt fiom the transcnpts, one which reveals my colour 

blindness, "a mode of thinking about race organized around an effort to not 'see,' or at 

any rate not to acknowledge, race differences.. ." (Frankenberg, 1993, p. 142). It had been 

the participants' suggestion that we look through our yearbooks to get a sense of the 

raced identities in the classrooms where we went to school and where we taught. The 

suggestion followed upon a discussion regarding the composition of those classrooms in 

comparison to the ones of today, the ones our children were attending and the ones in 

which we had recently taught or were currently teaching. We suspected that we would 

fmd homogenous cIassrooms in our yearbooks as compared to the heterogeneous 

classrooms of today. That's not what 1 found as 1 looked back. "What really got me was 

looking back [in the yearbook] to when 1 staaed teaching and not even rernembering that 1 



had students of colour in my classroom.. . . If you would have asked me I would have said 

1 had no visible minority students" (O3 -09.98)- 

Beginning to teach marks a pivotal point in my life story. What came before 

shaped how 1 looked at my students and what 1 saw. 1 had grown up invisible, a part of 

the white, Anglo-saxon majority. What developed through my teaching was my 

peripheral vision and with that came my own visibility. In listening to the research 

participants 1 commented that, "your understanding of race and ethnicity brings you to 

the classroom in a very different way than it brings me. 1 didn't have the same 

understanding when 1 came to the work and for me it was really more of hitting a wall, 

knowing 1 wanted to work there because 1 appreciate the questionhg that cornes with 

difference, it's vital, but at the same time not knowing fully what that would entail and a 

lot of that, for me, was self-examination" (1 1.18.97). 

Childhood mernories 

1 listened intently to the research participants telling their families' stones. Alice 

AM spoke of "family lore" (1 1 .L8.97), stories psissed fkom one generation to the next. 

For her, the table is a symbol of family because storytelling took place around the kitchen 

table. Both Alice Ann and Arnelia talked about stories creating vivid pictures and 

becoming 'real' to the listener. Elizabeth spoke of stones told by her grandmother that 

offered mord lessons (1 1.18.97). This was not my experience. There was no sustained 

storyteiling in my family, no family stories passed fiom generation to generation, "we 

don't have that sense of corning fiom some place, we are just here.. . that' s how we' ve 

been storied.. . we don't have that rich history" (1 1.1 8.97). Reading SmaZZ Ceremonies 

(Shields, 1976) 1 came upon w~rds  that resonate with my experience. 

. . .I am fiom a bleak non-storytelling family (p. 45). My sister Charleen, 

who is a poet, believes that we two sisters tumed to literature out of 

simple malnutrition. Our own lives just weren't enough, she explains. We 



were underfed, undemourished; we were desperate. So we dug in. And here 

we are, all these years later, still digging (p. 47). 

1, too, am still digging ia 1 c m  remember trying to do a famiiy history and my 

paternal grandfather saying, don? look back too far. His joke was that if I looked back too 

far 1 might f k d  a thief. He didn't seem interested in delving into the past. 1 wonder now if 

that was deliberate, if it was his way of making his family Canadian. 

Photographs are my connection to my family's p s t .  M y  materna1 grandmother 

had a plethora of family pictures on her walls and in her albums. She was steeped in 

family relations and took pleasure in bringing out the pictures and expialliing who was 

who and how they were related to her. "I remember as a child being interested for awhile 

and then it went over my head.. ." (1 1.1 8.97), as Grandma talked, 1 would no longer be 

listening. Perhaps our sharing went on too long, perhaps 1 wanted another honey 

sandwich, 1 do not remember what distracted me. 

1 revisited one of those photo albums, the one willed to me by my grandrnother. 

Its pages are hl1 of memones and mysteries. The memones ground me, rernind me of who 

1 am. Looking through her photo album, 1 feel again the comfoa of my grandparem' 

home. 1 can even smeil the camphor. The mysteries, the pictures and clippings 1 cannot 

identi*, intrigue me. These, too, represent something of who 1 am yet the connections 

elude me. With the photo album in &ont of me, I am drawn into a circle of family. The 

pictures help to situate me in time and space and they create a web of relationships. Yet, 1 

do not know the stories that accompany the pictures and 1 cannot answer the questions 

my children ask about their family history. 

Years ago our family attended a heritage festival and my younger daughter asked, 

who are we, where are we, because she couldn't fmd herself [represented] there. We don? 

have that sense of coming Iiom some place, we are just here. It was an honest question on 

her part and there was no answer (1 1.18.97). I collected snippets of family history over 

the years, enough to answer census questions but not enough to sustain a story. So 1 
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know that rny patemal grandparents came fiom Scotland and England to setîle in 

Manitoba and my m a t e d  grandparents came fiom Ontario and Nova Scotia to settIe in 

Alberta. They too have Anglo-saxon backgrounds with the addition of my grandmother's 

mother who was Dutch. 1 am intrigued by what 1 don't know, the stories that were never 

told- 

The invisible child 

... the institutional design of whiteness, like the production of ali colors, 

creates an organizational discourse of race and a personal ernbodiment of 

race, afYecting perceptions of Self and Others, producing uidividiiitls' sense 

of racial "identities" and collective expenences of racial "tensions," even 

coalitions (Fine, 1997, p. 58). 

Growing up, 1 was never identified and named like the displaced persons who 

moved into our neighbourhood afier the war. They were called DP's. They were white 

but their difference, their ethnicity, was noted. Another important marker in the 

community in which 1 grew up was religion. It wasn't that it made a difference in the day 

to day activities of the children in the neighbourhood but we knew who was Catholic and 

who was Protestant. 

1 had never given any thought to who I was racially or ethnically util the 

displaced persons moved into our cornmunity. It was through the portrayal of them as 

'other' that I learned something about rnyself. 1 learned that 1 was not like them; some of 

their practices were questioned and 1 knew, implicitly, that my life was the comparative 

nom. 

Invisibility marked my childhood. As one of the research participants said to me, 

' l ou  didn't have to [think about who you were], you were it" (1 1.18.97). Her words 

succinctly measure the success my family might Say they achieved in the span of two 

generations. 



The invisibility that 1 embodied as a child grew complicated during adolescence. It 

was made partially visible by class distinctions. 1 grew up with the smell of oil. 

Depending on which way the wind was blowing, it often enveloped our house. My father 

brought the smell into our home when he returned £iom his shift at an oil rehery. I do 

not remember it as an unpleasant smell. It belonged to the sense of order and discipline 

that lefi the house each day with my father and returned with him at the end of his shifi. 

The smell represented that which regulated our lives and set the times when we could 

play freely about the house, have our meals and celebrate holiday S. You couldn't reach 

my home without smeiling oil as you passed another, nearby refmery. The smell of oil set 

boundaries around my neighbourhood, you knew when you were ciose to home ancl when 

you had fmaliy left. It worked in much the same way as the river to set my 

neighbourhood apart fiom the rest of the city. We attended a high school in the central 

part of the city and the bus ride there took us through this invisible, smelly boundary and 

then over the river. 

The fathers of a group of my fellow high school students were Arnerican oil 

executives brought to the city to oversee the growing oil industry. There were other 

students in high school but, in my mind, these students dorninated. They set the 

standards of what was acceptable and, therefore, who was acceptable. They weren't 

unkind but, sure of themselves and their place in the world, they remained aioof. I wanted 

what they had-the downfilled ski jackets, seal skin boots, baubles brought back fiom 

trips to exotic locations, and the air of certainty that accompanied their position in the 

world. 

The power they held was enacted through their ways of tallcing, dressing, and 

interacting (Delpit, 1995) and 1 leamed that my place in the larger world did not 

encompass the same enactments of power. For the first tirne 1 had become visible and it 

set me apart. Class distinctions now overrode the ethnic distinctions with which 1 was 

familiar and 1 was set within the realm of those who were 'other.' The experience taught 
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me that invisibility was sustained by a middle class existence. 1 came to see the smelly, 

invisible boundary- as a barrier that separated me fiom what 1 desired. 1 became a teacher, 

in part, to regain my invisibility. 1 was successful and it wasn't until I re-entered the 

teaching profession that my uivisibility was again chailenged. 

m a t ' s  in a name? 

M e n  1 re-entered teaching in 1990 1 worked with children who referred to 

themselves as Indian. Hampton (1993) highlights the importance of this self-reference, 

"the right of a people to define themselves and choose their own name is basic" (p. 261). 

The childm's use of this name held meaning for them. Taylor (1998) points out that, 

c'growing up in school, ali of us were proud to be 'Indians.' It had a certain power to it 

that set us aside fiom all the White kids.. ." (p. 64). 

1 have never been cornfortable using the terni Indian because 1 learned, as a child, 

what it meant when someone was called that, the reference unially included derogatory 

adjectives and the phrase would be used indiscriminately to describe anyone on the Street 

who fit the viewer's description. The Indian Village, part of an annual summer exhibition. 

provided a contrat but the reinforcement of historical stereotypes did little to educate an 

urban population who continued to perceive 'other' as stranger. This is the sense of 

Indian that I carried into the classroom. 

1 wonder, then, about the difficulfy 1 expenenced, if that's how they named and 

talked about themselves, why couldn't I? When the children named themselves as Indian 

they were movhg naming into the public domain. 1 was being engaged in a way in which 1 

had no experience. 1 had grown up colour blind. When others were named it was done in 

conversations 1 considered private. The tension these words evoke speaks to the degree to 

which race was an issue in my Me. Now the 'others' were naming themselves and 

engaging me in conversation. 1 considered this narning a move fiom the private domah to 

the public domain. 1 found it dinicult to partake in the activity and 1 did not know how to 



begin a conversation on the topic. At the time, 1 could only feel rather than name my 

hesitancy. Another explmation came fiom one of the research participants who suggested 

to me that, 

a community might decide amongst themselves to use some terms [and] it 

may be a little presumptuous for someone else to corne in and make 

themselves at home.. .itY s like being new kid on the block, you have to be 

careful. 1 think that might be a large part of it ( 2  1.18.97). 

1 think that a part of my response uias related to being the new, white person at 

the school. The children had leamed to work with complex and sometimes contradictory 

ideas in ways that I had not. They understood themselves in the context of their own 

co~~1111.u.nity and the larger community surrounding them. 1 did not. It was in high school 

that 1 became 'other' defmed by the name of the bus 1 rode to and fiom school each day. 

Rather than working with the contradictions as the children did, I left them behind. My 

action was based, in part, on the colour of my skin, my invisibiiity was ensured. Over 

time 1 have, once again, become cornfortable with that naming, it roots me in time and 

space. It is a place to return to for it sustains me now as it did when 1 was a child. 

Other understandings of race were developed fiorn the unspoken, the taken for 

granted in my family. We had farnily fnends outside of the community in which we lived 

who were Chinese. They were family fiends, not fafnily %ends who were Chinese. The 

issue of naming was not important in that situation, indeed, 1 only remernber it being 

addressed in the stories my mother related about the difficulties her fi-iend expenenced 

because of who she was. As lifelong fiends, they modelled a way of being in the world 

for both of their families. 

Our home contained a basement suite and it was my mother who took 

responsibility for showing and renting the suite. As 1 recall we usually rented it out to 

people we knew, someone's son or a neighbour waiting for a house to be built. I'm sure 

there were strangers who rented it too but 1 have only one recollection of that. 1 retumed 
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home fkom school one day to have my mother teLi me that she had shown the suite and 

the family seemed to be suitable renters. Yet there was a dilemma; she didn't know what 

to do because, as she said, ''the family was Negro." If they came back and wanted to rent 

the suite, what would she do? This was one of the few occasions 1 heard her label anyone 

and it was the naming itself that tacitly underscored her dilemma. Her dilemma was 

created, 1 think, by her desire to maintain her invisibility in the commwity and, at the 

same time, achowledge and act on her deeply felt moral principles. If she did rent to 

them she would make herself visible and hence a target, dong with that family, of others 

in the comunity. She was relieved they didn't come back, they found something else and 

they never came back (10.28.97). 

Naming sets people apart, it marks their visibility within the community. For my 

family, I think, narning or Iabelling was accornpanied by the possibility of becoming a part 

of that process and hence, becoming visible. Growing up, 1 learned that if someone was to 

be named it was done in pnvate, like my father's admonitions and humour which 

sometimes contained racial markers. 

My elder daughter recently recalled a childhood experience. As an adult she still 

could not make sense of an incident that happened when she was a preschooler and so she 

asked me about it. She was remembering the time we were shopping in a grocery store and 

she had asked, ' khy  is that man burnt?'The question was asked in reference to a man 

whom we had passed in the aisle. My response was to whisk her into the shopping cart 

and move out of his range of h e a ~ g  before I addressed her question. The man wasn't 

burnt, he was black and 1 couidn't speak that publicly . 1 now know that 1 carried in my 

cells an understanding of invisibiiity and silence about race that both detennined and 

propelled my actions. 

1 happily accepted the teaching positions about which 1 write. 1 was eager to work 

and looked fonvard to the questioning that would come with difference. At the time, 1 

didn7t fiilly understand what that would entail. As the white teacher in the ciassroom 1 
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was now positioned as 'other' and 1 had had no sustained experience of being 'other' nos 

did 1 have expenence with discussions about race in the public domain. My invisibility 

would soon disappear and the silence wodd soon became a cacophony of UIlfdiar 

statements and questions. 

You are white 

"My mother says you are white," commented Joshua one day when he and 1 were 

alone in the classroom. His voice caught my attention, it carried a disparaging tone but it 

was not until 1 had worked with the class for several months that 1 came to understand 

the fùil meaning of the word 'white' for these students and the pejorative connotation it 

carrïed. 1 was taken aback at this naming and replied, "Yes, 1 am white." This was one of 

several experiences 1 had of being named as 'white'. "You should eat more moose meat," 

Iie told me. "No matter how much moose meat I eat 1 will always be white," 1 responded. 

Joshua wanted a teacher who was like him, a teacher who was Indian. At the same 

time 1 think he was expressing a regardkoncern for me in his attempt to make me that 

teacher. 1 do not know the substance of the conversation between Joshua and his mother 

but one outcome of that conversation for Joshua was the realization of our difference. 1 

was not like him, I was white. Perhaps it was in our conflict that 1 was named white 

because this naming gave him a way of understanding my actions. For me, the most 

important point of this conversation and the one that helps to mark the beginning of this 

research journey is the public acknowledgement of my whiteness, of saying out loua Y 

am white." 

Other students called me a stupid môniyâw (white person). 1 was new to them 

and we weren't in any kind of relation, we were just starting out together so I understood 

it as a kind of generalized attack; 1 mean, who was 1 in that situation? 1 was another white 

person, one of many who travel in and out of the children's lives so perhaps, in their 



minds, 1 fit their genenc image of white people. They've shared some of their experiences 

with me; they 've experienced so much racism in their lives (1 1.1 8.97). 

1 remember our year end field trip to the zoo and the eagemess with which they 

awaited the train ride around the park. The drizzle couldn't darnpen their excitement. We 

lined up and watched the train roll into and out of the station. 1 cannot remember the 

words but 1 can remember the feeling of what happened next. Another class, about the 

same age, was rïding the train and several of the students hurled racial epithets ow way. It 

is a powerfùl memory on my body; emotionally wrenching to remember even now-the 

vulnerability of the children at that moment, excitement replaced with shock and a hurt 

that no one can make go away. 1 waited until the offending students disembarked and 

spoke to their teacher but, then and now, that seems to me to be such a futile gesture. 

This same incident is repeated, in various ways, over and over again in the children's lives 

and becomes a poweriùl memory on their bodies. So when they meet me or any other 

white person we can only be what they know, a stupid môniyâw, and the responsibility 

was mine to show them differently. 

Slowly and persistently the chitdren examined the world in my head and each time 

they did so a piece of me was made visible. For me, each piece was something uncovered, 

something hitherto taken for granted. 1 held on to each piece, comparing it to what the 

children were telling me and when it was time to move on fmding that 1 could not put the 

piece back in its place. It no longer fit. The following stones about food and farnily 

illustrate some of the pieces the children and 1 studied. 

Food for al1 

The lessons I learned about food fiom my parents were lessons they themselves 

leamed growing up during the Depression. You Save everything; leftovers were a regular 

staple and you waste nothing, always clean up your plate. 1 never went without, 1 rnay 

not have liked a meal but there was always a meal for me. The world 1 had created in my 



head was a world of material plenty and this is the world fiom which 1 made decisions. A 

morning snack was provided for all of the children and a lunch program operated on a 

daily basis for those who needed it. Food was also a part of our curriculum. I brought 

different foods for the children to sample, foods such as sweet potato and coconut that 

had been introdüced to the children in the stories we read, On other occasions food was a 

part of our ceiebrations and sometimes we prepared and shared a snack or a meal. A part 

of the learning on these occasions centered on the etiquette of distributing and sharing the 

food. What 1 named as an issue of etiquette masked a deeper and disturbing issue 

associated with poverty, food anxiety (Waxman, 1983). 

The availability of food within the school did not rupture my understanding of 

material plenty because there was enough food for everyone. For some of the children this 

was only tnie at school. It is the children's persistence that stayed with me, their 

continual negotiation with me about the extrdleftover food. Their persistence represents 

an expertise that I did not have; they had learned to negotiate in different worlds through 

their experience of "borderland" (Anzaldiia, 1987) travel. 1 had not. The children knew 

what they wanted and needed and they worked with me until they were able to get that. 

In this case, it was the leftover food. They heard what I had to Say about sharing and they 

respected and worked with that but at the same time there was more at stake for them. 

Their negotiation for the extrdeftover food required them to understand rny side of the 

border, my thinking on the subject. I am sure there were other times in their expenence of 

borderland travel when they negotiated in order to make their way in the world we shared. 

1 h e w  the temtory in which I lived, 1 embodied its cultural understandings. Seeing wirh 

their eyes and engaging, however marginally, in borderland travel reshaped this piece of 

my world; its edges becoming rougher so that it caught the taken for granted of my 

understanding. 



How many kids do you have? 

Over time one of my daughters and my father and mother visited my classroom 

and/or partook in various school activities. The children were exemplary hosts and 

enjoyed spending time with my family. Their visits helped to make visible my 

understanding of family and, when the children compared this to their own understanding 

of family, questions arose. 

They wondered why 1 have only two children. That's a question, that even when 

1 try and give some kuid of a response, 1 find a bit awkward. 1 oniy have a sister and 

brother and that's really womsome for them [too]. If you talk about values, about what is 

valued, I'm thinking there is such a value on family there. In our society 1 wodd say we 

value the individual and what the individual accomplishes and they live in a culture that 

values, 1 think, puts a high value on family. So it creates a clash in our conversation 

because 1 th* that they Use me and so they think that 1 shodd have what they value the 

most and 1 don? have it in their eyes. 1 just don? have it and 1 should and that means 

more of my own children, it means more brothers and sisters and it does mean 

grmdchildren (1 0.28.97). 

Once examined, this piece of me could be put back in its place but it was a loose 

fit. Under examination, it had shnink. 1 didn't feel so sure about the decisions 1 had made 

and wondered what it would be like to live with the support of an extended farnily. 

The imaginary door 

The children wanted to be in my space, with me al1 the time. They dicin't have a 

sense of my boundaries. 1 c m  remember puthg masking tape on the floor around my 

desk and it became an imaginary door. They loved it. They had to knock to corne in 

because they had no sense that 1 might feel a bit crowded. They always wanted to be so 

close to me and I know for other people that's not an issue but it is an issue for me 

(10.28.97). 



When we Say that the children don? have the boundaries that we do, we are 

reading [the relationship] fiom where we're positioned. We donTt understand how they 

understand. That's an important piece of information but 1 assumed to know it fkom 

where 1 stood and so told the story of their boundaries fkom my perspective (10.28.97). 

1 created a space for myselfin the classroom and the children happily consented 

to the creation of that space for me. What about their space? They seemed happy enough 

in the classroom but now 1 wonder. Were they happy because the space suited them? Or 

could they function in that space because of their ability to negotiate in different worlds 

through their experience of borderland travel (Anzaldiia, 2 9W)? 

(mis) communication 

Communicating with parents was an important part of my teaching, "[what] 

informed rnuch of my teaching practice was how 1 was treated, how 1 was seen as a 

parent, what my involvement was as a parent.. . - 1  wanted to make sure parents didn't 

feel like I did.. ." (12.09.97). In relation to my daughters' education, there were teachers 

who listened to me and there were teachers who were simply gohg through the motions 

and the disregard 1 expenenced bordered, at times, on contempt. The expenence fuelled 

my efforts as a teacher to include the children's parents in ciassroom matters. As 1 began 

communicating with parents, 1 learned fiom the children to question my approach. 

In our first research conversation, October 28, 1997, one of the participants 

shared a story about the comments she had written on a student's report card and the fa11 

out frorn what she had written. Her story triggered my memory. I said to a student, I'm 

going to have to call your mom. It wouldn't be the first time that 1 had called this 

student's home and 1 remember him saying to me, please don't, 1'11 get beaten. It was just 

somethïng in the way he spoke that made me pay attention to what he was saying and 1 

didn't cd1 his home. I've often thought about that. 1 don? necessarily know how families 

understand education, or the importance they put on it, or the importance they put on 

my words. It was never my intention in the times previous that I'd called his home [to 
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have him physically punished]. It was to communicate with his parents about what was 

happening in the classroom and it was for us to be working together. I was not asking 

them to discipline him so that I'U never have to deal with the issue again. But again, what 

I'm drawing on is my own experience of how a teacher, a student and the student's 

parents might work together on something and rnaybe they are too but our expenences are 

different. Afier that 1 always thought twice before 1 cailed a child's home. 1 questioned 

how 1 would Say what 1 needed to say and also, if 1 really needed to make the call. 1 

wondered if 1 could wait until we're having a conversation [1li school] and put more into it 

than just this paaicular iocident. In a sense, how naive of me to assume that any 

communication fkom me would be received as 1 had intended it to be received (10.28.97). 

Just before the Christmas break, 1 delivered a hamper to the family of one of my 

students; he and 1 loaded my truck together and, on the way to his house, chatted about 

the problems 1 was having with my vehicle and what he had been doing the night before 

with his brother and his brother's fiend. The conversation continued as we dropped off 

the hamper and headed to the skating rink. He was a student whose behaviours in the 

classroom were disturbing to me and to the students; he was physically aggressive and his 

language was sexually explicit but on this day I was struck by the nature of our time 

together, it was so ordinary. When 1 retunied to the school he was already in the 

classroom playing with wooden blocks. No sooner was 1 in the classroom than 1 was 

cailed to the office because his mother was in the school and this was an opportunity for 

me to meet her. She wanted to see the classroom and so 1 brought her down the hallway. 

We stood outside the door t a m g ,  visible to the students ùirough the window. When I 

entered the room he started pelting me with wooden blocks. I was still wearhg my jacket 

and it protected my physical body from the onslaught. However, there was nothing to 

protect my emotions fiom such an attack and 1 lefi the room. 1 returned with the principal 

who spent the last ten minutes of class in the room, in part because the other students 

were troubled by this behaviour. After school the principal explained that this student 
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had never fit in anywhere in the school, nor had he shown any emotion; when he had 

corne to school he just sat. Now that was changing, he was attending school regularly and 

developing relationships, however tenuous. On this last day before the Christmas break 1 

thuik he was overwhehed. He lost control of something he needed to control, the 

development of relationships between hirnself and his teacher and between his mother and 

his teacher. 

It was important for me tu comniunicate with parents and, whenever the 

opportunity presented itself 1 eagerly took it up, but the complexity of the interaction for 

both the students and myself stayed with me. In both stories, my communication with 

families was based on my experiences and the students and the parents responded to the 

c o m m ~ c a t i o n  out of their experiences. The mismatch between my intentions and the 

way in which parents understood my intentions was lived out by the students. The 

mismatch was brought to my attention in the ernotional encounters between the children 

and 1 each time 1 communicated with their families. 

Our classroom discussions highlighted dBerence, created discornfort for d of us 

and made me visible. In reference to the possibility of an academic discourse about an 

Indigenous research methodology, Weber-Pillwax, (1999, p. 33) cornments that in the real 

world, ". . .very few individual rnembers on either side of this divide [indigenous and non- 

indigenous people] are ever motivated enough to endure the suffering that is required to 

move beyond the politeness and to enter into the creation of shared meanings through 

conversation." It is the conversation the children sought. It is the conversation in which 1 

leamed to participate. We were different. We were student and teacher. We were Indian 

and white. We were child and adult. We were economically dependent and economically 

independent. We were male and female. We were rural and urban. Our effort to create a 

shared meanhg reminded us that we were alike. We were hurnan beings engaged in sense 

making, trying to understand the world in which we lived and our place in that world. 



Elizabeth's story follows. 1 have placed it next to mine because her story counters 

and expands upon rny understanding of whiteness. I saw Elizabeth as white. She provides a 

different sense of her 'self,' through her life stories. 



Difference 

Difference? 

Hit  i t  rig h t  on 

szraight on 

Like chat saying, 

When I was young I thought I could change the  world: 

a i  I go t  older I learned t h a t  I could only change myself. 

I'm happy with me now 

kt's brought peace to the classroorn 

t want students t o  have dignity. t o  see my  dignity. 



Being Other: Elizabeth's Narratives of Identity and Classroom Practice 

1 taught with Elizabeth when 1 retumed to teaching. Thinking about that t h e ,  1 

retumed to my journal and found a note outlinhg the beginning of our relationship. T v e  

had several short conversations with Elizabeth this week and they've been very 

enlightening. She's so helpful, she understands my problems.. .because her story is so 

much iike my own" (journal entry, January 29,1991). We had been discussing the 

problems associated with my retum to work after being a stay at home mom for fourteen 

years. This tirne, as we work together, it is our dissimila. stories that are helping me to 

construct an understanding of raced identities, specifically whiteness. 

D d g  the course of our conversations 1 attended a conference to present my 

research mrk .  1 asked each of the women to share a thought about the research process 

with me. Elizabeth said, "I'm thinking it's very good for us to have these talks and have 

these discussions but to aiso remember to Iive our lives to the fullest every day so that we 

can be who we are" (04.06.98). A sense of who she is develops in her life stones and a 

sense of how she lives each day develops in her stories of classroom practice. 

Stick out your arm 

My fust year of teaching was a grade six class and little Jeremy decided that 

maybe 1 w-as a racist and, at that moment, 1 didn't really know how to deal with it. 1 still 

don? know if 1 did ok, but 1 went up to him and 1 said, stick out your a m .  So he stuck it 

out and 1 stuck out mine and mine's fairly dark. 1 said, do you see much dBerence there? 

No. I said, well then just forget it. If 1 hit it right on, straight on, there's not too much 

dificulty with it, 1 don? thllik, not yet anyway (1 1.18.97). I go fiom something that my 

dad told me a long time ago. As 1 was growing up and then being fairly small, 1 had a lot of 

questions about a lot of things like ethnicity, although I didn't cal1 it ethnicity then, so I 

approached my dad about it (1 1.1 8.97). 



On my mom 's side my grandparents came to Canada and on my dad's side my 

dad came. He was a DP; he came afrer the war. Very early I had to figure out who 1 was 

and how I was going to try andJit into rhings. wasn 'r always easy (1 1-18-97}. Idon 't 

think my dad ever considered hirnself a displaced person (0406.98). 

Ig+au tp  on a farm. 1 was really fortunate in the sense rhat in the communiiy 

where I lived and grew up there were only about two (Ikrainian families and su ifthere 

men 't too many then you 're kind of welcorned and you 're considered, not an oddity, but 

novel. So that way I was very fortunate (11.18.97). There were some unwelcome incidents 

Rom some people in the community that we were in; a litte fùrther cifield we had some 

encounfers that weren 't pleasmt (O4t.M. 98). 

Iguess I knew that at my house we did things dzyerently. I wasn 't sure how they 

did them af other houses but I was pretty sure that we did things dzflerently. I rnean, for 

starters, I knew we spoke a dzfferent Ianguage at home. I didn 't speak a whoZe lot of 

English when 1 started schoo l, 1 spoke mostly Ukrainian so ir was prerty O bvious tu me. I 

noticed right away (04.06.98). 1 knew exactZy who 1 was when I went to school. There was 

no mistake about it. Iknew it all the way through and there was no question of who 1 wasY 

it was just a question of how quickly Iwozdd catch up to everyone else, come 2p &O 

everyone else S standara (1 1.18.9 7j. 

What he said was comforting to me and I've held ont0 it and 1 use it, I think I try 

to live by it. He said, if you take two people and if you cut one's fmger and if you cut the 

other's finger they'll both bleed red blood, the same. Somewhere as human beings we are 

ail the same but we al1 have different backgrounds, we d l  have different places, we al1 

have different stories (1 1.1 8.97). 

Lge giving spirit, ifyou think of something being lijè giving, to me, that 3 what 

we 're really put on this emth for, to have life given to us, to be life giving and those are the 

rights that we have. I m e a ~  they come out in all kinds of dzrerent ways andyou can label 

them in ten thousand dzflerent ways. I'd even go as far as to say that fyou 're working 
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j-om thar core or frying to workfiom that core you won 't really have a lot ofproblems 

with Natnre, non-Native and gender issues. A Zut of them just go uway, they 're not even 

there because you 're giving respect, they 're receiving respect, they 're leurning things that 

are of value. ... For me that [golden core] doesn 't change. It 's an impossibility to change 

but what goes around it [gender, race], 1 can think about those things. 1 c m  evaluate them 

to some extent, as Igain knowledge and information, I can change thein, 1 can react 

dzjlerently to them on dzTerent occasions but rhat core, once it 's gone my body will be dead 

(02.09.98). 

[Students] would like to be very much a buddy, a fiend and 1 fmd 1 don? want 

that. I want them to have dignity, I want them to see my dignity, 1 want them to learn 

that way. The reason 1 said that is because when I started school 1 couldn't speak Englïsh 

and no one asked me wherher 1 wanted to be put into this school(10.28.97). 1 do apply 

my stones but the more 1 can be open to their stories the better it is for both of us 

(1 1.18.97). 

As a Ukmhian Canadian Elizabeth's childhood experience encompassed being 

seen as novel and behg discriminated against. She felt forninate to live in a comrnunity 

with only a few Ukrainian families because it limited the discrimination she knew was a 

part of being Ukrainian. Both experiences set her apart and relliforced the aloneness she 

feels and speaks of so poignantly, "but what stands out is the aloneness, the Loneliness, 

not having anyone to talk to" (04.06.98). 

Her own expenence of difference, as separate fiom her family's experience of 

difference, began when she entered school. She sought out her father for an explanation of 

her lived experience and, as she said, she took comfort in his words. As an adult her 

spintuality, her sense of a life giving spirît, guides her thùiking and gives her another 

perspective on her expenences, a sense of herself beyond that of Ukrainian and female. 

Her memory on the body is a p a h f  one. She says, in reference to ethnicity, 'me pain, I 
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thi.nk, that a person goes through is incredible. 1 think I have gone through a .  awhl  lot of 

pain. I'rn glad that I'rn able to be at the place where 1 can talk about it and try and make 

some sense out of if' (1 1.18.97). However, she cannot erase this memory on her body 

and her initial response to our research conversation is a bodily one, "I'm fine, I was ok 

sitting here and then Merle starts t a h g  about when she grew up and I'm l i s tehg  to this 

and I'rn categorizing it and where it's supposed to fit in relationship to me and then we 

hear DP and I'rn sitting right up there" (1 1.1 8.97). Her recognition of this memory on her 

body serves as a backdrop for the self-understanding she has constructed, a self- 

understanding that encompasses ber place in the larger world. Northnip (1 994) states 

that, "gaining access to spiritual guidance means looking at the pattern of our lives over 

tirne'' (p. 61 1). Elizabeth's understanding of the pattern of her life guides her both 

personally and professionally. 

Working with merence U? her classroom, Elizabeth said, in reference to being 

called a racist, "1 still don't know if 1 did ok" (1 1.18.97). Her comments point to the 

institutional loneliness of working in classrooms and specifically, the loneliness of 

working with difference in classrooms. Where and when do teachers have the opportunity 

to converse about their teaching practice? From Elizabeth's perspective, they don? and 

as she looks back over her years of teaching she is still thinking about that teaching story. 

Money matters 

Our Native students corne into a lot of money when they're 18 years old and 

when you're talking to them, unless you're r e d y  conscious of it, you do bring in what 

you think. So coming Grom my background there was no money, no how, no where, no 

way and you earned it yourself and you got through and you were encouraged to do that. 

So inside me it's like, take this money, do something with it, and 1 caught myself for the 

f i s t  time in my life the other day being vocal about this. We were doing examples, it had 

to do with sornething about our futures, and 1 actually called attention to it in a way that 



wasn't a putdown or a criticism and 1 said, what a gift you have to be able to do 

something. So many of them just blow it on a truck and so 1 can see some Lights gohg on 

and it was a really nice, good feeling (10.28.97). You have to look at some goals for 

yourself, in your own iittle self. You have to make some decisions, not what a brother or 

sister has done, not necessarily what your parents are saying or what's happening but] 

what you want to do (1 0.28.97). 

... I was the oldest and Ijust have a younger sister so the world was wide open to 

me. There weren 't any bruthers thaty from what I'm hearing, tuke priority. I mean it was, 

do it, go and see what you can do. I felt it was al1 up to me so whatever Idid accomplish, 

whutever it is, I did (02.09.98). 

It would be wonderfiil to be able tu progress as for as you 'd Zike to with the 

education that yozi 'd Iike but there are dl kinds of restrictions that are in your way. 1 mean 

ifl would have been born to this privileged class then rnaybe today I wouldn 't be a teacher 

I'd be something else but I had to work my little way and try and advance as far as I 

could. In some people S eyes Iprobably havenY adianced very far but in my own 

situation, comingfiorn a farnily where no one had gone to school, f ie  accomplished a lot 

(02.09.98). Iput a lot of îhings on holdfrom my childhood I didn 't have time ro enrertain 

relationships because I had to go to schooC because I didn'r want to be poor al2 my Me, 

becuuse I wanted to do something with rny life, be someone ... (02.09.98). 

1 feel like 1 t e  gone thousunds and thousana's of miles but what stands out is the 

aloneness, the loneliness, not having anyone to talk to. Ifind even to this day that 

sometimes I cannotfind someone else who 's tmvelled ajourney that I have, someone that 

I can realiy tie in with. There are similarities in a lot of cases; there are things I can shore 

with people. I think that 's been my journey; 1 don 't think I t e  ever found someone with 

whom 1 can sit down und share this automatic bond (0406.98). 

It bothers me to hear that women can 't attain [something] because of the world we 

live in. It 's men also that don 't always reach theirfill poten tial. 1 mean depending on your 
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social status, where you stmtfiorn, we don 't [ive in a perfeci world so the most you can 

hope to do, I think. is contnbute your part (02.09.98). I've had opportunities and 

disadvantages like other human beings and beingfernale has presented some situations, 

nothing that 1 couldn 't overcome, nothing that wodd  stand in my way of being who I was 

as a person. 1 considered rnyselfa ferninisr at one time; I would Say I'm beyond thar. it 's 

not an issue uny longer (02.09.98). 

a3~oOoCoOaOo0 

Elizabeth's understanding of social class is interrelated with her understanding of 

herself as Ukrauiian and her conception of different as novel becarne intertwined with the 

conception of being 'Iess than' other comrnunity rnembers. What Elizabeth has 

accomplished in her life she attributes to a journey of "thousands and thousands of 

miles." The journey aiso describes the distance she perceived between herself and others. 

In our research conversations 1 represented 'other' and as she said to me, "you didn't 

have to [think about who you were], you were it" (1 1.18.97). Her comment illuminates 

her understanding of what could be achieved by making the journey of "thousands and 

thousands of miles." 

Her embodied understanding is one she brings to the classroom, as she says, 'iyou 

do bring in [to the classroom] what you think." She relates to how the students are 

positioned in society, the status that is ascribed to them through their identity-their race, 

class and gender. It is her hope that she can assist students in building a secure future. 

Elizabeth knows that they have to make a journey similar to the one that she did and she 

uses the money that cornes to the students as an instance to help them see what is ahead 

and plan for that journey . 

The contradictions expressed by Elizabeth's sense of herself exemplifi the 

complex and contradictory nature of identity . ' Self understanding is social1 constructed 

in multiple sites, for Elizabeth these sites include her family, the ethnic community and 

the larger rural community in which she lived. What she lemed about herself in each of 



these sites was contradictory; she says the world was wide open to her and also that 

there are a l l  kinds of restrictions in a person's way. She talks about her own perception 

and others' perceptions of what she has achieved in her life; and that contradiction also 

contributes to the complex nature of her sense of 'self.' "Each individual person is in a 

dBerent place of their privilege and how they see things" (04.06.98). While addressing 

the privilege that accompanies social classes other than her own she acknowledges that 

she was working "my little way and try[ing] to advance as far as 1 codd." 

These contradictions are rnultilayered, ethniciv, class, and gender converging and 

diverging through time and space. Now they serve as a backdrop to Elizabeth's 

understanding of herself as a spintual human being. 

Maybe that's my goal 

We discussed our hopes for our students and the way in which we expressed 

those hopes in the classroom. Elizabeth made the following comment when Amelia said, 

in reference to her goal of getting ber students into high school, "If they can get into high 

school, if they can cope when they're there, maybe there will be someone who can help 

them take that next step. 1 almost feel like if we present too much the step is too big, it's 

impossible, but if we can take this small step and somebody else can take over, we might 

get another step M e r "  (1 1-18-97 ). 

1s it that my trust is so little in the students that 1 think 1 have to put something 

before them? What's wrong if they have their children, look after their children, their 

kokums help them look afier their children and then they go to university as rnany of 

them are doing? Now, what's wrong with that? Why do 1 have to make sure that they get 

their high school education right now? They have their treaty money and they have 

enough to keep going for a long time if they use it wisely. Maybe they should be taught 

to use it wisely, maybe that's my goal instead of me wanting them to get through high 



school(11.18.97). We have to take a look at ou .  curriculum, who puts our curriculum 

together, isn't it just the privileged we are tallcing about? (04.06.98). 

lMy parents never said. 1 love you Someone taught me that this was the 

appropriate thing to say. m e n  1 turne4 1 think 12 or 13, someone said, weZ2 you have tu 

hugyour parents, so Iremember going to my father every night @ing him a kiss on the 

cheek and giving him a hug goodnighr because thot was the expected thing to do. I cozrld 

be very angry, 1 think 1 am, about a lot of these things that have been imposed on me. It 's 

another culture 's ideu, or someûne 's idea, of how Zfe shouZd be. Where I came fiom and 

the things that were happening in my home and in my family made my Zfe a happy one 

(1 O. 28.9 7). 

In response to another participant, Elizabeth comments, "1 don't know if I'm 

particularly sensitive or overly sensitive to people who mean well but who really hurt 

family structures, who hurt the very things they're trying to doy' (1 1.18.97). This 

observation is drawn fiom her own experience and her story illustrates the parallels she 

draws between her experience and that of her students. Her story illuminates the tension 

she experiences between the needs of the students and the mandated curriculum, a 

curriculum she knows is not culturally neutral. It also illustrates what is, for her, a cultural 

dilemma. Years ago she internalized the unwritten expectations of school, expectations 

that were 'foreign' to her. Being in school placed her in an environment where she was left 

alone to reconcile the dissonance she was experiencing. From her stones, it is the 

aloneness that stands out rather than a sense of reconciliation between d i f f e ~ g  cultures. 

In her mind, school was a place where you came up to everyone else's standard 

(1 1.18.97). 

Like Adams (1989) Elizabeth understands the difficulty her students have relating 

to the curriculum; "students have difficulty relating it to their fiame of reference and 

making it part of their lcnowledge" @. 132). Her point of view is also echoed by a mother 
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who wrote to her son's teacher, "our children's experiences have been different fkom 

those of the 'typical' white middle-class child for whom most school curricuia seem to 

have been designed (1 suspect that this 'typical' child does not exist except in the minds 

of curriculum writers)" (Respect m y  child, p. 73). In wondering about the curriculum she 

teaches, Elizabeth is reiiving her childhood story of being in school. This tirne, however, 

she uses that perspective to tell a different stoly of classroom practice, to put fonvard 

one possibility for working inçide/outside cultures. "The individual teacher, administrator~ 

or counselor may, indeed should, attempt to mitigate or subvert the purpose of Western 

education, but in so doing assume a difEcult and ambiguous position" (Hampton, 1993, p. 

300). The difficulty, for Elizabeth, resides in beginning and sustaining a conversation in 

school about her ideas for curricular change. The ambiguity, 1 believe, is sornething she has 

already expenenced in her own education and it would prove to be less problematic for 

her . 

Her andysis of curriculum is both personal and political. On a personal plane, she 

positions her stones alongside those of her students to make sense of her teaching 

dilemmas. At the sarne t h e  she speaks to her understanding of the bigger picture, the 

cultural milieu that drives currïcular decisions, ''. . .who puts our curriculum together, isn't 

it just the privileged we are talking about?Her work to accommodate difference is nested 

in personal experience, which is nested within a broader social and institutional 

fhmework. In our first conversation she said, ". . .I don't think we're clear on what we 

expect out of our education system and 1 think that's part of the problem we're 

experiencing in our education system" (10.28.97). She can relate the dilemmas in her 

teaching practice to the institutional fiamework. According to Sleeter (1993) resistance of 

white educators to change must be understood beyond the "ideas and assumptions in 

people's heads" to a structural analysis which "focuses on distribution of power and 

wealth across groups and on how those of European ancestry attempt to retah 

supremacy while groups of color try to challenge it" (pp. 157-1 58). Elizabeth 



understands this. She is proposing a curricular change while, at the same tirne, 

acknowledging the hegemony of curriculum. It is a dilemma she understands and speaks to 

in her work. 

Am 1 being discriminstory? 

1 have a young man who's had diniculties before and I've had a run in with hirn in 

the hallway but this time in class he called me a bitch. I could feel the spit on my face. 1 

just marched him out the room and d o m  to the office and got called a bitch three more 

times on the way, you are a bitch, you are a bitch, you are a bitch. He got a five day 

suspension and then we're going to work for his expulsion. Meanwhile the parents 

withdrew him fiom school but now want some services for him. A kid said to me today, 

don? you want to be liked? And I said, well no, not if it means it's going to compromise 

your education. Humph [student] (04.06.98). 

For a long tirne 1 had a hard t h e  deciding how to deal with inappropriate Ianguage 

because 1 thought, am 1 being discriminatory? That is what they use, that's their language, 

they understand it when they speak it to one another so what am I doing here? But then 1 

decided no, whatever you do out there you're doing, but in here we're doing it this way. So 

that has worked (04.06.98). 

I don? think it's necessarily what they've heard at home because I've just had a 

couple of experiences where I've had an elder corne in and apologize and a mother who 

came and apologized for her son, saying that she's heard that I've had a rough time with 

hirn and she really is sorry about it. It is prevaient in society, it is prevalent with their peers, 

and it's also prevalent in the media they watch. It's not necessarily from the home. 

There's one student in my class who has a number of problems, one of thern, the 

biggest one is that he doesn't have a lot of stick-to-it-ness to get his work done. The 

incident that brought his mother [to see me], well actually I ran into her at A&W, 

occurred when we were in an assembly. We were having a Cree speaker and she was 



saying a prayer and he was acting up so I c d e d  h i .  out and 1 tore a strip off him. 1 said, 

you are the first one who cries discrimination Ui my classroorn, because he is, and 1 said, 

now you have one of your own people saying a prayer and what are you doing to the 

students around you and to yourself! Well you can't talk to me like that. You don? live 

where 1 live and you can7t talle to me like that. And 1 said, oh but 1 cm. 1 said, 1 don't live 

there but 1 can talk to you any way 1 want to. So he left in a huff and after that he came 

back to class and 1 said, we11, could 1 talk to you now? Yes. He's got a chip on his 

shoulder; 1 cal1 it a chip anyhow. You see, for me, it isn't easy to sit here and say that just 

because 1 am white. I belong to the human race, 1 also feel some pain, 1 also feel something 

for them so it's not easy. 1 have some role to play in this and it's not just a rnajority thing 

(04.06.98)- 

1 found it strange to call myself white, earlier ... . I'd never considered myselfas one 

of fihe majori M... lmean I was treated well and everything, Ijust felt dzfferent and so I 

think I know how some Native students feel. They just&el dzrerent. 1 didn 't feel part of the 

rnajoriry and Ididn Y feelpart of the Ukrainian community either. There were some things 

I liked and some things that I could certain& idenîii with and some things I couldn 't 

iden hfi with (04.06.98). 

1 thinik, in some ways, Igot a double whammy. My morn hadpolio when she was 

four so she was on crutches and 1 didn 't really realize it until I think 1 was in grade two 

and someone, my girifriend, said to me, weil hoiv does your morn get around on crutches? 

B a t  was the first time that Istopped to think. wait a minute, here 's something else. So 

there was that too. We lived wirh my grandparentsfor awhile, well until my grandparents 

passed away, so I Zived in an extended family. My morn 's parents looked out for her and 

as they got older then she had tu cure for them, she gave them their insulin shots and they 

had to be bathed a lof and she was able to do that and she cooked all our meals. She was 

realïy quite incredible (0406.98). 

CQoOCQmcOOOoO 



M e n  Elizabeth commentç on her feelings of being an outsider, of never thinking 

of herself as white, she made herself vulnerable; fier words touched upon an important 

memory on her body. It was a time for tears, tears that welled up and overcame her 

words. It was a moment that touched each one of us and changed the conversation that 

followed. 

When 1 proposed this research and invited the participants into the study 1 was 

using white as a broad category that included everyone who looked like me. Elizabeth's 

words stand out on the page because they are telling me something different. In her 

reference to "white culture" Frankenberg (1993) states that we cannot view it as ''a 

uniform terrain, such that one might expect al1 white people to identw in sirnilar ways 

with the same set of core beliefs, practices, and symbols" (p. 233). This is the point that 

Elizabeth is making; her skin colour doesn't dictate how she sees herself. S he is rnaking 

evident "how the construction of w-hïteness varies across lines of class, gender, and 

sexuality and how these constructions vary according to the politics of place and region" 

(Wray & Newitz, 1997, p. 4). 

In Black on White: Black Writers on What if Means ro be mire, Roediger (1 998) 

explains that immigrants to North America did not corne here thinking of themselves as 

white. Becoming white was a part of the immigrant experience, "'immigrants often 

'becarne white' as well as they "becarne Aniencan' " (p. 19). Elizabeth did not take up 

this part of the immigrant experience. Nor did she feel a part of the Ukrainian cornmunity. 

This too is foreign to Elizabeth as she sees herself standing outside of that community? 

observing and occasionally participating in particular ethnic practices. Her mother ' s 

(dis)ability also came to be perceived as setting the family apart fkom others in the 

cornmunity. The everyday of Elizabeth's Life was turned into something different, 

something that set her and her family outside the predominate, cultural perceptions of 

family. It is another way that she expenenced the aloneness of which she speaks. 



Am 1 being discriminatory? Her reflections on this question weave together her 

family and classroorn stories. Elizabeth viewed her possible courses of action f?om 

outside her standpoint of teacher and redized that they codd be interpreted as 

discriminatory. Her reflection on the issue of bad language led her to an understanding of 

the many a d  varïed influences on the students' language. Her action is based on this 

broader understanding and is accompanied by community support. 

Amelia's story follows. I have placed Amelia's and EIizabeth's stories side 

by side because of the common, spiritual thread that is woven through them both. Arnelia 

began the discussion on spintuality and both she and Elizabeth concurred on the 

centrality of spirituality in their work. In a subsequent conversation Amelia cornmented, 

". . .there7s things about this [research conversations] that truly amaze me, and probably 

the one where it stood out the most was the one where we spent time on the spiritual 

element of things and how Elizabeth and 1 had common ground.. . (04.06.98). 



My Iife's journey is one o f  

letting go o f  a need for  commonness 

recognizing difference 

learning t h a t  each one o f  us speaks from a different place 

striving for integrity. 

1t.s ok to be different 

t o  remain different 

t o  be heard with interest and with questions t h a t  won't necessarily change my 

viewpoint. 

Respect is more about difference than eameness. 

there's no cos t  in respecting ~arneness. 

Respecting people meane respecting who they are and how they choose t o  live in a 

moment when their [ives intersect with ours. 

Ma ke apparent difference: c herish difference. 



SpirituaMy Grounded: Ameiia's Narratives of Identity and Classroom Practice 

Amelia and 1 joined the same staff in the early years of our retum to teaching. She 

was the special education teacher and 1 was teaching a grade three class. From the 

beginning we worked collaboratively. She dways came to the room to meet with the 

student or students with whom she wodd be working and sometirnes she spent time in 

the classroom working with the students. We came to know something of each other's 

teaching practice and we engaged in an ongoing conversation about our work. 1 enjoyed 

our 'team teaching' and appreciated her support of the work 1 was trying to do in the 

classroom. 

At our third meeting Amelia talked about her teaching history. "This is my sixth 

year shce 1 got KIIY degree. 1 graduated in '91 and went for a year without a [teaching] 

job" (12.07.97). She then fd!ed in her teaching history previous to the completion of her 

degree. "1 had two years [of education] in the olden days between 1962 and 1964 and I 

had taught six and halfyears, four of them in junior high and two of them writing 

curricdum. 1 was already into special education then; there was no special edrication but 1 

had a modified math class.. . . Then I was home with the kids.. . 1 ran a business" 

(1 2.07.97). While home with her children she also served for ùiree years on the facility 

planning committee for a new school in the district, conducting population studies and a 

feasibility study. Once the school was built she served on the parent advisory cornmittee 

and did some substitute teaching at the school. Her marriage ended and after five years of 

being on her own she completed a course in career planning and development. 

It sent me right back into education. 1 vowed I'd never be a teacher 

again.. . because 1 couldn't do enough for the kids who needed help . . .I said, 

over my dead body I'm not going back and then when they fhelined it 

[career p l d g ]  it was special education and a light went on. 1 would be 



workùig with those kids 1 had such a bard Mie meeting the needs of and so 

1 went back to university and here 1 am (12.09.97). 

White Man 

1 remember the e s t  t h e  1 was called a môniyâw [white man]. 1 worked with a 

little boy who had trouble copiog in the classroorn. Somehow we got off on the right 

track. He was willing to corne with me but as soon as he realized I had requirements for 

him there was trouble. Many, many times 1 lified him off the floor and plunked hïm in his 

chair. One day he ended up in the corner of my room over by the cabinets and 1 said. 

Brent this won't do, you have to sit down in your desk. Get away f?om me you 

môniyâw, I'rn not doing anything. 1 said, what did you c d  me? He said, a môniyâw. 1 

said, what is a môniyâw? White man. And it was just like venom being spit out of his 

mouth and I'm thuiking, 1 am, 1 am (1 1.18.97). 

My father came to this country with his parents when he was sixteen. His rnother 

was German, his father was Polish. Nis father sewed in the Russian army and therefore 

my dad was born in Bru& Russia. Many Russian soZdiers immigrated to Canada &fier 

the war; my father was a part of that and amived here about 19.32 (1 1.18.9 7). 

So God is sometimes kind. The school's floor was made up of black and white 

tiles and 1 had seen the patterns; they stand out for me. I'd noticed that in the foyer there 

were no black tiles so 1 think, we shall have fun (1 1.18.97). 

1 believe that ifsomehow we had eyes tbat are dzfferent than our own eyes, eyes 

that could see things that are in spiritual dimensions, that we can actually see that within 

ourselves there is a golden core. I envision it as being this round, narrow, golden core 

that runs through the core ofyour body and in there is God S plan about how l$e should 

be in its idealness and who you are in his idealness. The gold is right in the cenrre and 

around thut is the silver wrapping which takes into account your life experiences. .. thar 's 

very much apart of who you are as well. So, to me, when things touch the golden core, 

they clash with what's he 'sput there and we can be sure enough about who he says we are 
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for it to run off though there are tirnes that it S got motives behind it rhar are so 

destructive, in a sense, thar still ir 's touched .... Ifyou c m  respect yourseZJ fyou can love 

yourselfand appreciate yourselfas who you are, you con do that w irh other people. Ifyozl 

cun 't do it with yourselfyou con 't huly do it with them either and so i know when I walk in 

that classroom i f l 'm satisfed with me, I'tn satisfed wirh them. You can be as big a jerk as 

you want and when you 're in tomorrow rnorning we 'll start with a clean sheet and we '11 

go o n  I'm not going to have this dragging overfi-om yesterduy. I believe in every one of 

those kids there is rhat golden core, whether they know it or nor. For some children on& in 

very small pieces of time can 1 let them know that I've seen it and l've found it and 1 know 

it 's there. For other kids if's there most of the time and they know it; they know I know it 

and I workfiorn there. ...m en your golden core is touched]you need to deal with 

yourselfin îerms of what are you going to do with this? Are you going to let it sit there and 

fester or wilZ you do somcthing else with it? The answers are multittidinous as to what you 

can do, like go face the mess, not easy or fin things to do but othenvise you 're imprinted 

by ir (02.09.98). 

1 said to him, if I'm a white man, what are you? Well, I'rn black, I'rn not white. 

And they will cal1 themselves and each other black, our kids will anyway, they did at my 

former school; I've heard it, certainly, at the school where I'm currentiy working. 1 said to 

him, we're going to go walk down the hallway, al1 the way up into senior high and we 

have one d e ,  I can only walk on white squares because I'm white and you can only walk 

on black squares because you're black. Walking up the hall, he's as happy as can be, 

hopping dong. We get to the corner and he can't make it to the next black square and 1 

said to him, what are we gohg to do Brent? I can keep going, what are you going to do? 

Well, I don't know, 1 can't step that far and I'm sure not stepping on your white. 1 said 

well th& it tme; that's the rule. And he coddn't figure it out and 1 said, Oh I know how 

you could do it without stepping on my white, I'll just pick you up and lift you over and 



set you on the black one and you won? have to step on my white one. And so away we 

went and at the next corner we did the same thing. 

When we got back to the class 1 said to him, so what did we leam out there? 

You're white and E'm black and you had white squares and 1 had black squares. What did 

we have to do when you had trouble with your black squares? Well, you had to help me. 

And, 1 said, that's exactly why I'm here, you're going to be who you are and I'rn going to 

be who 1 am and al1 I'rn doing here is helping you. 1 have always said that to my students. 

Many times they 've said to me, you're white and we're not listening to you. And 1 have 

to Say, yes 1 am white. 1 want you to stay who you are, 1 want you to be Native or 

Indian or whatever you want to cal1 yourself and I'm going to stay who 1 am but we both 

have to grow. 

1 highiy pnze the fact that I'rn living in a country where you are the first people 

who lived here and you have a special statu here and that's important to me and 1 don? 

want to mess with that, that's important but 1 need room, I'm here too, we can't go back 

and change it. And I've always talked with them in that sense. We are different. They 

believe it. 1 honestly believe there is much common ground but they do have a different 

history, they do have a different place in Canada. They have been treated far dil-Ierently 

than I've been treated. They have reasons why they spew out, you're a white man. Now 

we live together in Canadian society and to be successful in terms of having a job and 

feeling like a productive person in society there are certain ways that we go to reach that 

and 1 can help you learn what you need to have but always be you, always be you in 

your uniqueness. 1 don't want you to become white and 1 won't become Native but we're 

going to wak side by side and be who we are (1 2.18.97). 

They have a right to angry and bothered and upset about how things have gone. 

On the other hand, life is ahead of us and we need to decide what we're going to do with it 

and how we're going to live it (03.09.98). In the setting 1 work in, the Native setting, 1 

have no problem when a child yells racism. From the historical sense of what's happened. 
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1 understand why they could or would. But then how do we live beyond that, how do we 

get over it? It's easy for me to sit here and Say this as a white person and as a majority 

but to be in their shoes 1 don't know (04.06.98). 

When 1 war in grade eight there was a fairly large influx of Geman immigrants 

into Our rural area and they were referred to as DP 's and they were certainly Zooked 

down upon DP is not a word that I have heard for years and years and years and yet I 

can remember thatpeople werefiequently referred to as DP S and it was kind of a stigma. 

Within our family, no, because my grandparents would speak German with my dad very 

ofien when they came to visit. My mom understood German, her mother was German, und 

so there was a more acceptable setting for that within o w  own familial boundaries. There 

w m  no looking down upon because there was comrnon ground there, in a sense. Nobody 

told me this but when I look back I rhink the feeling was, Porn my dadparticularly, that 

they are no dzrerent than he was a few years ugo and so there kvas a very accepting 

attitude on hispart. I can rernember the blacksmith who came into iown, his son being in 

rny grade, and rny dad very much supporting the business that he started and because 

there was a common language there it wasn 't a problem for him, this was allfairly 

acceptable. 

There was always this kind offine fine, I wus not alone in that, knowing how rny 

dadperceived these people and hearing they might be dumb, that was the word then, and 

somewhat ostracized for it too, incltiding by myself: Now the ones who were szrccessfid 

academically not so much but the ones who siruggled you bet, it was not apreti!y thing. 1 

look back at it now with a sense of; I'm not happy me was me (1 1.18.9 7). 

oOo0oO~00oOW 

The intersection of stories in 'Vhite Man" illustrates a teaching practice that 

embodies Amelia's familial ancl spiritual understandings of her 'self? As a child, Arnelia 

developed a sense of her self both within her extended family and their interactions with 

the German community and in the larger, rural community where her family lived. The 
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world views dBered and the tension she expenenced as she travelled between the two 

realities is a tension that is a memory on her body. Her own refiection on this travel is 

that, "1 look back at it now with a sense of, Jzm not happy me was me." She has 

reconciled the tension by li-ving in the larger community and celebrating the uniqueness of 

human beings, as exemplified by her teaching practice. As she says to the student in the 

story, at different points in the story, "you're going to be who you are," "1 want you to 

stay who you are," "you have a special status and that's important to me and 1 don? 

want to mess uiith that." 

"Difference is celebrated as a reflection of the creativity of spirit" (Northrup, 

1998, p. 5 1) and Amelia celebrates Merence in this way. At the same time, she draws on 

her spirituality as a way of comecting all human beings. She sees every person as 

possessing a golden core and in that core is God's plan for each person. Amelia relies on 

her spirituality for guidance, in this instance, when difference presents a problematic face 

in her teaching practice. Her spirituality is also embedded in her belief that each day in the 

classroom is a new day, "we'll start with a clean sheet and we'll go fkom there." This is 

one of the ways that she honours the golden core of her students. 

In another of our conversations Amelia talked about her work in a band controlled, 

First Nations school, "whether I knew it or not before, I at Ieast fairly quickly gained the 

understanding that I was there in a helping capacity and 1 was only there in as much of a 

helping capacity as they could take fiom me, not even were willing to take fiom me, but 

could take fiom me" (1 1.18.97). This understanding is another translation of Amelia's 

belief in the uniqueness of human beings. She is in the classroom to facilitate the 

development of each student's golden core. For some children she works with small 

pieces of the core they have made evident, for other children, "it's there most of the time 

and they know it and they know 1 know it and 1 work fkom there." Since completing her 

degree she noted that, 



one of the things 1 c m  do in special education is take the time to t a  to 

kids and it's very easy for them to begin sharing parts of their lives.. .if the 

group is small enough and close knit enough or if it's an individual child, I 

always make room to allow them the fieedom to talk about who they are 

and what's happening for them and make a point of later on asking them 

what's transpired out of it. The way 1 see to work with children who have 

difficulties is to build a rapport and a relationship with them (12.09.97). 

Why don't you quit? 

1 think [the students'] personal goal is to destroy me in a certain kind of way. I'm 

sure they would be sad if they did but they're certainly enjoying the process and they'll 

do everything and anything in the process and one of them is commenting on my ctothes. 

I've had other kids comment on my clothes but not in such a cutting, out to degrade you, 

kind of way. I'm not breaking so [they] become more and more persona1 in the attacks. 

They are very aware of clothes, very aware of clothes, and 1 am fiequently told 

about my clothes in the most direct manner. Do you get al1 your stuff at Value Village? 

Well, as a matter of fact, no 1 don't. Speaking of Value Village, when 1 was at another 

school somebody said something about Value Village. I never knew what it was. 1 didn't 

koow if it was a good place or a bad place. The kids do this to me, why don't you get 

some red clothes and I'rn saying but these are some of my best. Then I've gotten crazy 

on them and 1 have wom my really good clothes. They Say, who do you think you are 

wearing that to school? 1 said, there's no pleasing you guys. 1 get rny socks to match my 

sweaters, you cornplain and you Iaugh at them. 1 Wear a different color pair and you tell 

me they don't match. They're very aware of clothes, very, and they comment in a 

negative kind of manner (12.09.97). m o t h e r  time] a student said to me.. ., boy you don? 

Wear very nice clothes. Where do you get them, Value Village? They always talk to you 

like that and 1 said, well what do you want? Well why don't you spend some of your 



money on clothes? 1 said, because 1 have none lefi. Well what do you use it for? 1 said, 

well in part I'rn still paying off my student loans. What is a student loan? What do you 

need a loan for? And 1 said, when 1 went to university 1 had to borrow money to go to 

university because I have to pay for it. You have to pay to go to university? Yes. Then 

why did you go? (20.28.97). 

They have said, why don? I quit, why don't I leave, haven't we done enough yet? 

They're grade nine students, they're fairly articulate about that and I'm not sure 1 fully 

know why. Possibly, it's because the dynamics change in the srnaii setting of the resource 

room as opposed to the larger, regular class. There are just four students and one pretty 

much doesn't participate but the other three will and one of them is a student I've had for 

three years. Usually 1 know that he's only going dong with it whereas the other two are 

fa more deliberate about it. 

1 laid assault charges against Stephen. He goes into my desk and 1 a m  trying 

desperately hard nght now to remernber to lock it each tirne that group cornes in. 1 don't 

like having to do that but they don't leave you many alternatives. So he had gone into my 

desk and he took dice, two dice that were right at the edge. He had reached across, pulled 

the drawer open and took them. And 1 knew he did. And he claims he didn't. He had 

those dice for a week and he's fooling around with them and 1 was not far fiom his desk 

working with another student and he dropped them on the floor and he didn't go to pick 

them up right away. So what 1 did was 1 just turned and stepped on thern. And he came 

out of his chair very low and hit me in the thigh, knocked me off balance, and 1 fell agaùist 

another kid's desk and 1 ended up with a huge bruise on my hip. And sore, like it wasn't 

until1 went to bed that 1 noticed that it was sore and I thought, bursitis acting up again or 

something and in the morning thought, 1 should really look at my hip in the mirror 

because it is just so sore. 1 was stunned, 1 had no idea that it was that bruised and when 1 

fell against the desk al1 1 can remember is thinking, thank God 1 didn't fa11 on the floor 

because they would never have quit laughing. And so I laid charges against him. And 1 
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don? know whether 1 would've but that very same day a girl whom 1 have never taught in 

my Me, 1 think I once. ..clid a small assessrnent on her-I'm standing taking in the 

doorway of the gym and she's coming fiom behind me and she just bent her shoulder and 

took a run at me and hit me right between the shoulder blades and sent me flying. 

1 can't explain what seeing the bnùsing did when a student had done it. I've been 

bruised ofien and it's not that big a deal but the fact that a student did it had an impact on 

me that 1 can't explain. It went somewhere inside of me that I'm not used to things going 

and 1 ended up going to the director and basically saying to him, buy my contract out, let 

me go, I've had enough, but he wouldn't. And it was his direction to lay the charges and I 

did. 

... on Friday this Victor, the one I've had for three years, I'm holding the door 

open looking into the hallway because there was some kind of ruckus and he cornes dong; 

my arm is Wly extended, and he's six two and he just turned fourteen years old and he 

walked fidl body into my arrn and just hyperextended my elbow. Like it's ody  now that 

1 can wring a cloth because it tore the tendons and muscles in the elbow and I was so 

impacted by al1 of this, the Wednesday incident, the having to go to the police, the having 

to write out the report, the having to go the doctor, havîng to explain it to the doctor, for 

this to happen on Fnday and I did nothing about [this assault]. I have a number of 

reasons why 1 did nothing. One being that I feel like I'm fingered and you know you can 

keep going up or someone c m  stop and 1 chose to stop. Now I can never probably prove 

that's the case plus the fact that it means [more t r ips into the city and hearing] you lied! 

you lied! you lied! You know daily 1 get this, whatever 1 do, if I write down in the 

behaviour book that they've been swearing, I've lied (0 1.12.98). 

I don't think they like that I've taken a stand in terms of the assault. So why are 

they doing this? I believe i f s  part of a power trip for them. One student in particular, but 

in a sense the student population as whole, got rid of our principal in two weeks. So it's a 

real power trip for these kids and they are seeking someone else they can take this ride 
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wi!h and 1 happen to be the one at the moment. It's a very Iimited group of students but 

sti l l  a very, what would 1 Say, aggressive and stressing group (01.12.98). 

In teaching, 1 believe that ifl 'm to have a job on this earth that 's my job. I feel like 

I'm specially made to do that job und I 'm really glud thut that 's what I'm hying to do 

because itfirs me very well. And in it I ty to practice those fhings that I believe God wozrld 

like us to practice with euch other in t ems  of respect, caring, supporting, and standing by 

[one another]. I jnd in teaching sometimes the kids think larn crwjirl because 1 ulrnosr 

never give them an answer, Igive them another question and another question and 1 think 

that S a ~~, that's what I've been given to do. ... Your questions are a guide, if 's tike 

driving in the fog and the headlights can onZy see so far for them but I'm up above the fog 

und I can see the roadjustfine. You con do thut, and 1 ofren talk to them about using their 

brain, what their brain has got and what lhey can access and encouragïng them to have 

the thriIl of having thought through aproblem to arrive at an m v e r  undjust be detighted 

that you really did thar, feel the power of if. I think, though it 's kind of hokey to say, there 

is love there, notjust respect but love in the sense of reaZZy caring what happens to that 

person for the space and the time you 've got them (02.09.98). 

I c m  remember when I came back to zrniversiq the second time to finish my 

degree, 1 had done some classes in Narive Shrdies and I had gone to some events that they 

had on campus and was just fascinated and 1 atways said ifl didn 't have kids ut home and 

I had enough money 1 wodd buy a plane, put pontoons on it andfly into some Native 

community on a lake and teach there and I would corne Our every six weeks or two months 

for a haircut. And that was my dream, to do that so when I went to the reserve it was 

wholeheartedly but, ... 1 quickly recognized, ifnot knew, that the destiny of the A'ütive people 

is dependent on the Native people and 1 can provide them with some toots .. . to gain greater 

control of their own destinies. m e n  Ifind someone corning in new and they 're usually 

white and they 're going to do al2 these things and get them on the road I think, back ofi  

Become like us is what [they 'w meaning (1 1.18.97). 
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This is a difficult classroom story with which to work. Amelia finds it difficult to 

reconcile what is happening in her classroom with what she believes about herself, her 

students and teaching. It was dificult to watch this d o l d  over the course of our research 

conversations. On the one han& she is able to step back fiom what is happening and 

analyze the reasons for the students' behaviour and on the other hand she says, T v e  

been bruised often and it's not that big a deal but the fact that a student did it had an 

impact on me that 1 can't explain. It went somewhere inside of me that I'm not used to 

things going . . . " Her body, including her golden core, could not withstand the physical 

assaults; the wisdom that resides in that golden core was being sorely tested. "Living in 

touch with our inner guidance involves feeling our way through life using al1 of ourselves: 

mind, body, emotions, and spirit" (Northnip, 1998, p. 52). Her spint guide, her 'seif' was 

now under attack and the bruises were the physical manifestation of that attack. It is the 

one part of her that had remained untouched; the expression, "1 was shaken to my core" 

cornes to mind as a way of describing how Amelia was feeling during this time. She may 

even have come to doubt her dream of flying into a Native community. She completed the 

school year and then found a teaching position at another school. 

In her helping capacity, the students did continue to learn fiom her; she says, 

". . .in spite of the course that Stephen and 1 have taken, in spite of al1 of that, 1 still like 

him as a human being. I want good things for him and he knows that and that has 

probably caused his poor little mind to just be at a loss. He cadt  understand why 1 would 

charge him with assault for what he did and tell him he must come back in my room and 1 

like him.. .they don't go together for him" (04.06.98). She taked about his anger as he 

retumed to class and, in one of our discussions, another participant suggested that he 

could be moved to another classroom so he would not get behind with his work. Amelia 

responded, '4 think there's a deeper learning than academic here, a more valuable leamhg 

than academic.. . bey  Il] learn something about acceptance" (04.06.98). In reference to any 
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racial overtones that accompanied the assault charges, she says, "[the students] know 

about if they ail have been endlessly unhappy about it and told me al1 sorts of things 

about me. . . .some of it probably bordered on white but no more than the chalk d i d  

(04.06.98). 

Corne on you Little guys 

1 thùik in schools nowadays we have leveIs of students, 1 think the students are 

aware of it about others as well as about thernselves. 1 find myself a w e  of it and I'rn 

careful in certain senses about it. We have a group of students who are considered the 

upper c w t  and I really don? want to give them my t h e  because they flaunt their status 

al1 the time (12.09.97). 

I wasporn a farm and I was alwuys very aware, very conscions, that we were not 

one of rhe richer furm families. We were a struggling farm family and I alwuys feZt there 

was a big heap of furm families on top of me and then rhere were the town people. They 

were jzist something else aitogether. I f  town people spoke to you it was a kind of 

recognition you seldom received in an easy way, especiaZZy if it was positive; it was almost 

scary beccuse you weren 't within your element unyrnore (1 1.18-9 7). 

I knew exactly where Ifit- The divisions tvouId have been urban and rural and 

maybe they were parallel a bit but rural %vas always a little lower than urban and urban 

had its breaks in rhere and some of the upper rural would be higher rhan the lower zrrban 

because there was the 'across the îracks ' syndrome and yer in the end we were all just 

people. Those things were factors in dismissing those who were DP 's and who were 

sh-uggling in school. me divisions] were blatantly obviozis to me fiom the day I starfed 

school. i'rn not sure it was before then because I don 't remember sociul interactions on 

my own with children other than going to ofher famiZyfiendF. I lhink one of the things that 

goes with this is the financial status ofyour family. D was very obvious wirh rhe town kids 

that they had the betîer clothes, you know the upper ones, and the same with some of the 



upper rural families but then there was a whole pile of us who just had clothes period, 

that 's al1 we had und that in itselfis very, very visible. Not ont) the clothes, it seems they 

know something thar we don 't know, they know something about themselves, now this is 

me down here talking about up there, it 's like they come to school knowïng that they are 

somehow more affluent. They must have a dzrerent social cirde that they 2-e 

knowledgeable about the haves and the have nots kind of thing. And they seem to have 

money, like they can do things we could never do. m e n  class pictures came out they 

always bought class pictures. I can remember waniing, like it was the greatest want in 

grade six, to get a class picture and 1 can remember it being fifS cents and someho w 1 was 

sure I had the power to convince my morn to give me this rnoney and I didn 1 I wus 

devastated. But that was never a question for them. Lunches were drfferent, everything. 

Now why would I have been a part of the dismissing of those who were DP S and who 

were stniggling in school? Now when I behaved so atrociously. like to me this is a IittZe 

mark on my walk through lijè, I think why did Ido that? it never entered my head that it 

would rnoke me acceptable higher zp, that was not a factor for me. Rather it was some 

Zittle evil inner piece in me that wanted to have some one-uprnanship over someone 

(12.09.97). 

1 hate it, I hate it. They're the ones who get their way in everything because their 

father is in the right place. Where I am more cornfortable is probably where 1 came from, 

down at the bottom. Like, come on you little guys you haven't had it good but we can do 

wondefi things, bust] wait until we figure out what your brain can do! If  1 just thhk 

[about] my kids, they are almost al1 there [lower]. . .they9re not the ones who have power 

in the community (12.09.97). 

1 was the brain [in my farnilyJ I hated it; 1 hated il because they were all measured 

against me. 1 hated it. For my sister who was next to me, we were on& in grade one and 

two, 1 knew that it made her l f e  miserable. 1 di& 't know about dzrerence in kids ' 

Zearning, their abiZity to learn, but there veïy clearly was one and then when she got to 
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grade two she actuallyfailed That was wful for her and 1 knew it was mful but I 

couldn 'r stop everybody, I don 't know whether I tried to. 1 at least felt Iike I couldn 't stop 

them and it didn 't please me at all. I can rernernber her crying over homeworlc. "lfArnelia 

can do it you can do it too. " I'm just [thinking] gnte me the hornework and I'll do it 

(04.06.98). 

oOOOOOoOCXlCOOO 

"Where 1 am more cornfortable is probably where I came fiom, down at the 

bottom." She understands something of the position in which the students frnd 

themselves; she Learned at an early age how she fit into the cornmunity where she lived. 

With this in mind, she brings to her students the understanding of herself that she learned 

fiom her father. 

I'd go to my dad and Say, please Dad can't 1 go out into the field and do 

something . . .I didn't want to be with my mom because 1 didn't sense any 

approval of me on Mom's part where 1 had my dad's complete approval, 

like 1 don't know what 1 could have done to not have his approval and so, 

in tenns of a person, I always felt very accepted, other than by my mom 

(02.09.98). 

Her relationship with her father allowed her to be who she was and who she wanted to 

be. She thrived in his unconditional support and encouragement and this is what she is 

offering to her students. She believes they are capable of achieving great things in the sarne 

way her father believed she could do whatever she set her mind to doing. 

Hopes and dreams 

The following story was told in response to AiiceAnn's comment that, "1 Say [to 

students] when you finish hi& school and you choose where you're going to go and 

study.. .I don't think there's a single culture that doesn't want that for their children" 



(1 1.1 8.97). Amelia said, T m  not sure that I do what you say you're doing there and 

maybe it' s because of my experience at [another school]" (1 1.1 8-97}. 

One of my students used to come into my room and sit down at my desk. My 

desk is out of bounds, my d e ,  it's rny desk, I'm sony, you can't go there. And he would 

come in and sit down at my desk. 1 liked hun so much, he stniggled a fair bit, and I hated 

to just [repeat] this is my rule and out of there, so 1 did this thing with him. John, seven 

more years of school and four years of university and 1'11 give you that desk but until 

then you can't sit there. 1 did that, who knows how many times with him, and he's 

thinking he could be a teacher. I'm aware of not looking at it or examining it very much, 

the hope of John being a teacher is one in a billion, you know, because of the difficdties 

he was having. It became a game with us, in a sense, but it had a degree of reality for him 

such that when 1 had to leave I was devastated. I thought, what have 1 done to this boy? 

I've kind of created this story and nurtured it a bit with him and I'm walking out. To me 

w a l h g  out, abandonment, is rampant on reserves and while 1 didn't make this choice that 

doesn't change where it leaves the person. 1 ended up in the counselor's office crying and 

since that experience 1 have not done that with another child. 1 have not put before them 

what might be there, rather I've encouraged them in the parameters of the school setting 

with the goal being high school. I've certainly encouraged them in terms of that, no 

question about it, but 1 haven't gone beyond that. To a fair degree those are not their 

values. There's the odd one that gets that taste and has that capability and looks that far. 

To get them into high school and to have them be successful in high school is a big step 

for their generation.. .and that's what 1 want for them, a good solid step so that they can 

build on that. If they c m  get into high school, if they can cope when they're there, maybe 

there will be someone who can help them take that next step. 1 almost feel like if we 

present too much the step is too big, it's impossible, but if we can take this small step 

and somebody else can take over, we might get another step M e r  (1 1.18.97). 



... we were on a farm and when Iwas in grade seven my dad got a new h-actor, 

which war a prize thing in the whole communiîy, and he let me drive it- I couldn 't have 

been jlyng higher. I started milking cows, got up at f i e  thirty in the morning would go 

and get the cows, put them in the barn, milk thern before 1 went to school every d q  and 

again when 1 came home. I loved it, like my lifi was as good as a l f e  could be. I basically 

ipored what women did (02.09.98). m e n  it came to going to universi y... i can rernernber 

them standing in the kitchen and 1 was determined to go and my mom said, we can 't afford 

that and my d ~ d  said, 1'22 rob a bank f1have to so you can go (02.09.98). 

We are toid repeatedly that the cream of the kids is going to school elsewhere. 1 

sometimes feel like our kids almost can't understand what the options are for themselves 

because they have nothing to show them that other than our words and our words are 

almost impossible to them. 1 don't sense a hunger on their part to be different than they 

are. As a matter of fact I'm told that, #y are you pushing us? We're just going to drop 

out and in couple of years weYU go to [an adult education centre] and we'll get paid to go 

to school, then 1'11 work. I keep saying, it won't change, you won't work, you'll go 

enough to get the money but you won't work (1 1.18-97). 

My history with Native people goes back to a long time ago when we were stil2 on 

the farm and rny dud was breaking land. There were resewes around and he would hire 

Indian men or families to do rootpicking because he felt they rvere good workers. And 

their very nice white tent was dways over there under the trees and they had their own 

stove in there, one of those pot bel& things that had the stovepipe going through the roof 

and they cooked on it. My dad would buy them groceries. Sometimes he would take them 

in to buy their groceries as well as pay them. They were always veiy quiet and stayed to 

thernselves in the yard. 1 can look at that now and maybe understand why. I didn 't 

understand then. 1 didn 't really know or interact with them but they fascinated me 

(11.18.97). 



Arnelia says, "it seems that some people have corne to work in a Native situation and 1 

cal1 it corning with the saviour syndrome and 1 abhor that kind of approach. 1 don't know 

how clean 1 was in that when I startes' (1 1.18.97). During a later discussion she refers to 

the saviour syndrome as the messiah complex and in reference to that says, ' iou  will not 

Save anyone.. .the merence you're going to make is that they can use themselves better 

(01 -12.98). We're al1 on jounieys, ou .  journeys are not necessarily the same and if you 

hear something that lacks some of your own wholeness, that's ok.. .maybe you can 

expand their thinking a bit but they've got to find their own path with al1 of this" 

(03.09.98). Arnelia's words are echoed in the following quote that appeared as part of a 

letter written by a mother (Respect my child, 1977) to her son's teacher. 

The tenn "culturally deprived" was invented by well-rneaning middle-class 

whites to describe something they could not understand. Too many 

teachers, unfortunately, seem to see their role as rescuer. My child does 

not need to be rescued; he does not consider being Indian a misforhine. He 

has a culture, probably older than yours; he has meaningful values and a 

rich and varied experiential background. However strange or 

incomprehensible it may seem to you, you have no right to do or say 

anything that implies to him that it is less than (p. 73). 

This mother raises important points for consideration by white teachers in classrooms of 

First Nations students. Amelia's words represent a necessary part of that reflection. The 

following comment signals an important part of her reflection, an understanding of the 

historical context in which she and the students are located. 

. . . they are oral historians, with the residential schools that was bro ken and 

they tmly are a people without that. They are striving in al1 sorts of ways 

to try and reestablish that and 1 don? know what the answer is because 

they are not successfully reestablishing that when we have someone like [a 

white teacher] teaching about sweat lodges, like to me this is an 



abomination and yet it's the best that is Lefi. Here they are the most rooted 

Canadians we can imagine; they have been here longer than anyone but 

without roots because of this swath that cut through their history and 

severed it (05.1 1.98). 

She struggles with the diRerace in values between herself and her students 

because she sees the students' education as their key to the future. 

. . .rightfully or wrongfully 1 look at the opportunity that my [own] kids 

have had to pursue education, to therefore have a greater assurance of 

having productive lives out in society . . .and it would be for these kids 

too.. -1 see it as giving them a better option, not just another one but a 

better one and that's my value, I know that.. .when I look at the Native 

setting 1 would really desire it to be their value because 1 see it as their 

opportunïty to fiee themselves from some of what is binding thern.. . 

(10.28.97). 

The school board did not renew her contract dong with other staff members. The 

nonrenewal of her contract created issues for her and also for John, the student in the 

story. She has, over the years, maintained contact with him. However, the emotional toll 

of this experience was such that she has never again engaged in numiring a student's 

hopes and dreams in the same way. 

Foreign ground 

Sometimes it's very heart wrenching to hear them tak, to listen to the kids, 

because you begin to get a grip on truly what a difficult thing it is to fit in other than in 

their own immediate society. 1 mean being acceptable; I wouldn't go so far as to Say 

belonging, beyond their own community. They very much feel they are not acceptable 

and in certain senses they're not, what they do, the way they behave, it isn't acceptable. 

There's times in their own community when their behaviour is not acceptable but when 



someone goes to deal with it then everybody becomes defensive and won't let anything 

happen. It just remains in that dormant, go nowhere place (05.1 1-98). 

He said, sornetimes we go to West Edmonton Mall and everybody looks at us, 

everybody looks at us. 1 said, really Victor, I've always wondered, do they? And he said, 

yes, they look at us and 1 don? know what they're looking for. Are they &aid we're 

going to steal something off of them or what? A little piece of my heart breaks when 1 

hear kids Say that, like man oh man life is hard enough for them without this added 

component (1 1.18.97). 

My grade nines often challenge me, well what good is this math going to do for us? 

We c m  go to the mal1 and we c m  be sitting on the benches and security cornes over to us 

and they're on us nght away. There's somebody else sitting on the benches over there 

and they're not bothering them but they corne to us because we're Indians and they want 

us out of there. And 1 keep saying to them, 1 can't argue with you, 1 know that happens 

but you c m  change that. And some of that change will occur because of the change in 

attitude on your part. It needs to change on theirs as well but it also needs to change on 

yours. 1 know it's too big for them to understand but it doesn't stop me fiorn taiking to 

them about. 1 don9 know what they glean fiom it. They're to a point now where they 

give me the floor to speak where before they would just shout me down (05.1 1.98). 1 see 

this as a very long term kind of thing and so you plant the seeds there. You can change 

that but then it's up to them to Say, how can 1 change it? When they ask, how c m  1 

change it, then they can begin to hear some of what you're going to Say. If 1 Say that 

without them wondering how they can change it, it's lost and it becomes old words when 

it's reiterated again and agaia Sometirnes it's very heart wrenching to hear them taik 

because you begin to get a grip on truiy what a difficult thing this is for them. . . .planting 

those seeds, that's an expression of hope. 1 wouldn't have thought of having hope but 1 

guess 1 do. If this is a long road and we're on a journey I do probably because I wouldn't 

be there if I didn't have some kind of hope, if 1 thought it was hopeless. I don? th in .  it's 
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hopeless. It aiways cornes back to, and I've tried hard to remember this, that you c m  

have a tremendous impact on one person and it's that impact on the one person that is 

going to make a merence. You will not change their society but you may change that one 

peson and wherever 1 work that's the bottom line, making a Merence with one person 

(05.11.98). 

I knew the powwow was on at the reserve where I would be teaching and I 

thought, I 'II go. I had gone to another powwow the previous summer and it was ok to go 

there because 1 knew a lot of the kids fiom school] and the odd adult. mat an e-verience 

[this time]! I drive through the reserve I'rn sure five, six times a week in my normal l$e, 

before Itaught there. but I'd never driven off the highwny onto reserve land. Driving off 

the highwuy was an experience; this wasn 't the resem where 1 had worked, where I'd 

created a little bit of cornfort. 

I drove to the powwow grounds and there were cars alI over and M s  rzrnning 

everywhere and big people around too. Ifind this place to park my car and lin feeling 

really strange. As 1 wulk across the grounds I'm thinking, tvhat ifsomebody came up to 

me and said what are you doing here? Like, how would I face thaf? Nobody did, it didn 't 

make me feel any braver. Igot to the gazebo under tvhich they had their dancing and went 

in there. Abt a soul I knew, was if foreign gound II was such an amazing feeling because 

I was the outsider. I'm Iooking around and 17m thinking all these people brought Zawn 

chairs. Here I am without a Zawn chair, I can 't stand in fiont of them, Idon 't know where 

to be, I don 't know what to do. Then this voice said, Hey Amelia and I Zooked and it was 

Joan Oh my good gosh, 1 could have hugged the Zife out of her. 

I don 't know how they perceived me when I went to the powwow. They muy noi 

even have noticed me but, my oh my, what foreign ground for me. It was an eye-opener for 

me to feel that way. I've never feZt so alone, so isolated, and really I could say many 

things, not safe. 1 didn 't have a feeling of what might happen to me but 1 also didn 't feel my 

normal degree of safeness and I lacked confidence in terms of it being an okplace for me 
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tu be. Like had somebody corne tu me and said, you 're not welcome I don Y think 1 wouZd 

have urgued with them. I think I would have Zefi (1 1.18.97). 

Unlike the previous year when Amelia had attended a powwow and was 

surrounded by people she knew, this time she was on her own and when she descnbes 

herself as, "bravely driving along" (1 1.18.97) there is already a sense of the emotionai 

intensity of the experience for her. She taiks of this experience as giving her "a taste of the 

other side" ( 1 1.1 8.97), of being ' other. ' In our research conversation about Amelia' s 

experience, one participant noted, "they probably did notice you, I'm thinking they did 

notice you and treated you probably just the way we treat diem, she's not dnink or 

disorderly, she's quiet, let her be" (1 1.1 8.97). 

In sharing their stories, the students do not describe the sanie feelings, they feel 

singled out by the looks of other shoppers, by the attention of mall security and the 

implicit message that they are participating in criminal activity . Cardinal-Sc hubert (1 99 1, 

p. 9) describes similar experiences, ". . .I  noticed that the sight of me brought a kind of 

shifty-foot-changing attitude. I was watched in stores, I stood for a long time at counters 

waiting to be waited on.. . . But thùlgs are different now, aren't they?' Her response to her 

question is the same answer the students would give, "not much." The dominant culture's 

lack of acceptance ties into the students' sense of themselves; they corne to see and 

understand themselves, in part, through the messages conveyed to thern as they go about 

their business at the mall. 

Amelia's search for common ground is based on an aclcnowledgement of clifference 

in the classroorn. Yet beyond the classroom both she and her students experience an acute 

sense of ciifference, a sense of magnified clifference. For Amelia, this experience occurred 

once and the emotional tone of the experience itselfchanged as soon as she met someone 

she knew. For the students, their experiences occur constantly and the emotional tone of 

the experience itself is repeated time and time again. Amelia's experience came to her by 
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way of choice. The students' experiences come to them by way of necessity; they live in 

a white worId and in order to meet their needs and wants they must enter that world. Her 

experience is instructive to her though it does not give her a sense of the day-to-day 

reality of her students. 

Your mother's.. . 
AliceAnn commented, "now you could Say your mother shops at Value Village, 

that was good for violence. Your mother's out in the streets and then for sure they would 

be fighting, 1 mean people have their honouf' (O 1.12.98). Amelia replied, it's a very 

loaded statement in our school too.. .I'm almost relieved to hear that that happens in 

another school(0 1.12.98). 

1 had a new student come in, not new to the school but new to me, and he is a 

student who often gets picked on. He's a fairly decent kid but he' s picked on by the 

others and this mother business goes back and forth and he can play the game as weil as 

they do, even though he's a decent kid. You hear the crudest, most vulgar remarks and to 

stop it you have to go to great lengths. Like whatever behaviour monitoring toùls we use 

in the classroom in terms of trying to maintain control don't work. It almost means a cal1 

to the office and then of course the principal gets there and everything's quiet. You know 

it's useless calling him, in a sense, but that gesture has to be made to break it. It isn't just 

a school problem, it's a community problem.. -1 am going to try to maintain some kind of 

classroom atmosphere and if we learn something by chance, ok. The other way, insisting 

that they work and setting boundaries for them, has been just hell. 1 don't know whether 

I've just had enough or what but we're here in school, we're here to learn. That is what 

your job is and if you refuse to do it I can't make you do it and 1 know that and they'll 

blatantly Say, you can't make us do it. You're right, 1 can't. 1 can't do a thing to force you 

to do it, leaming is by agreement (0 1.12.98). 



That these are young kids' lives, that they're using this in the classroom and it 

just goes on day in and day out and it is so contrary to how 1 Iive my Life and my values 

and the way that 1 taJ.k and what 1 want to be in.. .I know I'm constantly fighting with 

them and I'm constantly fighting with them because of my principles and values not 

because I've taken on theirs. Now, on the other band, 1 can be in it and not react and not 

feel any sense of hurt every t h e  it happens, there can be a kind of hurt there but not 

every time it happens. We are some distance from things becomhg violent and 1 don't 

shrink back Çom it, 1 still stand up to them and 1 know it's very measured. I'm standing 

up to them but I'm also watching and every sensing pore in me is reading the situation. 1 

have been able to stand up to them and have nothing happen but it's not without them 

going almost as far as they can go without things going out of control. You know, this far 

from your face, yelling in your face, just over top of you, shoulders pulled forward, d l  

sorts of stuff like that. Like the one 1 laid charges against, he used to swing at  me and I 

swear ifhe missed me by a hdf inch that was ail and [the swing] had fÙi1 force behind it 

(O1 .lî.98). 

We have a strike system that you're supposed to use for swearing but 1 think, my 

I'd never quit marking those, 1 would never get to teaching so 1 tend to overlook it in order 

to teach. 1 still try and temper the language in my room and 1 have an additional factor 

that makes it more reasonable for the students to temper it or at least 1 think it does. 1 

share a room with another teacher and we have a line of demarcation, it's a piece of tape 

on the floor, and that's her side and this is my side and you cannot go on her side if 

you're my student. They're beginning to respect that. She works with grades one and two 

so they're just little guys and you might get away with fou1 language when they're not 

there but when they corne in, it quits. I have this one particular student, Victor, and he 

uses colofil language d l  of the time. 1 Say, the little guys are in here, cut it out. He says, 

they hear it ail the time, like it's not just me saying it to them. Tbey hear it no matter 

where they go; at home people are saying it to them ail the time. 1 said, in this room we're 
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going to do it difXerently, in this room we are gouig to try and do better than what it is out 

there, we're going to have different standards and this taik goes on repeatedly. 1 just had 

to laugh. A new student joined us and he said, you better be careful because when [the 

other teacher] brings those iittle kids in 'we got standards ya' know,' we can't swear 

when those little kids corne in. It's so much a part of their lifestyle, no matter what it 

does to my ears, it's a part of their lifestyle. They get very hstrated sometimes. [In the 

classroom, the students and I] talk of being role models and Victor said, 1 am so sick and 

tired of being a role rnodel, when can 1 quit? And 1 said, never, never, you can't quit 

anymore (1 0.28-97). 

If 1 step back and try to look at what's happening I'rn imposing boundaries that 

they're not used to having imposed and I'm not very flexible with those boundaries. To 

me, we are a school and therefore we will behave like a school or as close to like a school 

as we could possibly get. And so I'm imposing those boundaries. So out of their style of 

life which doesn't have those kinds of boundaries their only defense is to kind of negate 

your right to have any room to tell them mything and 1 always f i n h g  it interesting and 

challenging (12.09.98). 

[For many years of my murriage] I would not stand up and say, I won 't do this. 1 

compromised my values d l  over the place and it did M e  good for me, very little good. 

Now a big chunk of my lz~2 is striving for integrity (O.Xll.98). 

We don 't swear at home, we 've hardi'y used d a m  Now rhat my kia's are living 

away fiom home the odd time somebo4 will say somerhing. WelZ I hear it instantly, 

instantly, because the setting is so dzxerent, I'm not at schooZ. I hear it there too; it 's jusr 

that Idon 'r respond to it .... fi gets to your inner core in terms ofthe fnctration in not 

being able to deaZ with it (01.12.98). 

For me that 's a big thing in our school, the d~fference in values and I bring that 

with me into the classroom, I can 't leave it behind. They aren 't my birth children but in 

another sense they are my children and I treat them as I would treat my children, striving 

89 



for those unwritren, appropriate kinds of things that willfirrther their rnovement in society 

(I0.28.97). 1 believe there needs fo be respect for individuals at al1 levels and to have 

respect probably involved some values and standards ami so myjob is to emulate that 

and respect the students as human beings, in spite of what is happening (04.06.98). 

When people foutside of school] listen to [my stories of school] 1 react to some of 

their comments about them because they 're hearing a piece of story and they don 't have 

thefUll context within which it happened Very 03en thatprovokes me to try and expand 

thutpicture for thern so that they don 't stay in their smaZl sightedplace with it and workÏng 

on a reserve Ijind this constantly happening becazrse of some of the things that happen 

there. 1 always think that there is a more normal place in terms of my values and my 

standards and how I live and how 1 view life. Sometimes i hunger to go to that more 

normal place and other times the chaotic nature of this one is so enlivening, you can 't 

grow old because fyou stopped responding to it, in the instant, ...y ou 'd be run over and 

squished So Ifind when 1 tell stories I'm always trying to expand [upon the stories of 

school] because I think they view itfiom their values and their standards and their 

principles and don 't understand that the setting Iym working in has dzrerent ones and we 

look at thern as right and wrong and to some degree there are some things that are wrong 

but t h  is their life, ifthat makes sense .... though Istmggle with [a dzrerence in values] 

when I talk lo people outside of the school. Iht defeending [the students] and at the same 

tirne saying we need to understand what has happened to their socieîy, the decay that is 

there and what a long, long road it is to rebuild .... You would think that you would 

appreciate some empathy for how dzflcult it fteachind is and then when you get it, it 

comes in the form of some criricism about what S causing the problem, then I have to 

defend that as weZl (1 0.28.97). 

The tirne that Arnelia has spent with her students, both in and out of school, has 

given her an opportunity to know something of the students' lives, "it's sad, it's really 
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sad. It's such a Dr. Jekyll and Mr. Hyde kind of situation. In every one of those kids 1 

know and have seen just a kid, and a fairly ordinary and decent kind of kid too but then 

they pull out this [other] side and God help us" (0 1.12.98). 

She understands her values as different fiom those of the students and in this 

story it is the students' language that amplifies this difference. What underlies the 

language use may be what creates a tension for Amelia. 1 am referring here to her 

understanding of respect, respect for others and respect for self. "1 would Say if we hear a 

word often [on the reserve] respect is the word. We hear that word constantly. 1 am not 

sure that anybody has ever stopped and defined for those kids in very specific ternis 

what respect is and 1 can't envision what it is because very little of their behaviour is 

representative of respectful behaviour" (0 1.1 2.98). 

We talk so much about respect of other people, do we really know what 

respect is iike? . . .are you respecting these other people? Are you 

recognizïng that it is ok to be someone other than yourself? Are you 

recognizing that? This is what respect is about. It is more likely about 

difference than it is about sameness, there7s no cost in respecting 

something the same. It's like that piece out of the Bible, if you forgive 

someone you love you haven't done much but if you forgive someone who 

has afionted you and become your enemy you have done much. It is easy 

to forgive someone you love, it's easy to respect what is the same. Have 

you any room for what is different? . . . When we tak about respecting 

people it mems respecting who they are and how they choose to operate 

their Me in a moment when it interacts with us (12.09.97). 

She is questioning her acceptance of the students' differences while at the same tirne 

questioning their acceptance of the dserence she b ~ g s  to the classroom. At the same 

tirne, in dealing with physical assault, she !ives out her understanding of respect with the 

student involved, as 1 noted in the analysis of the story, " Why don? you quit?'' 
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Striving for integrity is important to Amelia. She walks a fine line in terrns of the 

values to be reflected in the classroom and at times the wak is difficult as she longs for 

the workplace to reflect her values. At other times she relishes the walk, acknowledging 

that the chaos that develops fiom difference can enliven her teaching; in reference to the 

graduation of one of her classes she says, "it's going to be dullmille after that" (04.06.98). 

Outside of the school, she is provoked by those who she feels only have a "small sighted 

place" fkom which to understand her stories of school and she spends time giving them a 

M e r  context so that they don't have to stay in that place. While on a vacation she 

engaged in a conversation about her work with a group of fellow travellers and she had 

this to Say about the conversation. 

Maybe because he's a man, when there is a problem there must be a 

solution, So tbat's how he spoke about things in terrns of the Native 

situation, you just do this. 1 Say, but what about that, like you can't 

compensate for that by just doing this. These are people, these are human 

beings, they have feelings, they need room. Only he wasn't seeing it that 

way at al1 and the conversation carried on. By the time we were done 1 

thought, I've said al1 this; as hstrated as 1 sometimes am in this setting 1 

Gnd myseifdefending the people because I r edy  believe they are very 

misunderstood probably because not many people have the psychological 

or sociological base to understand what t d y  happens to a society when 

it's gone through what this one has gone through and correspondingly, 

without those bases, don't understand how change is brought about. They 

have very simple solutions, which aren't solutions at dl, and I left there 

thinking, who am 1 in this? On one hand I'm wanting to get out, on the 

other hand I'm defending.. .ifs been very unsettling (04.06.98). 

The snapshot that these stories present is one of contradiction, of both clarity and 

confusion. She describes her work as a 'tery high energy job" (05.1 1 .%). She says of 
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herself that "it's not like 1 don't like the kids, 1 don't like some of what they do.. ." 

(04.06.98) however, she also knows that "it gets to some piece of you, inside, where you 

Say, it's tïme to move on. I've given al1 of me that 1 can give here and now somebody new 

needs to corne and do this, I'm not sony I've done it, I'm not sorry at al1 that I've done it 

but for my own weli-being 1 need to move on. I need another, a different, experience" 

(05.1 1.98). Her ambivalence on the topic of seeking a different experience is illustrated in 

the following story. 

We had a conversation, the grade nine boys and 1. What a handful 

and yet they're amazing kids, amazing kids. The conversation actually 

started before Fred got to the board. He said, I'm sick of you white people 

in this school, why don? you go back where you came from, like why 

don't you go to Germany? 1 said, well because things have gone on too 

long. 1 can7t just pick up and go back to Germany, it's not an option 

anymore. It would be almost as dificult for me to go back to Germany as 

it would be for you to go to Germany. 1 can't just do that and besides this 

is Canada and 1 love Canada and I don't want to leave it. 

Fred who is just so challenging, went to write on the board and 1 

said Fred sit down, you don? have permission to get out of your desk, 

you don't have permission to write on the board, sit down. Tt's our board, 

it's our chalk, these are our desks, they are not yours. You don? have the 

right to Say anythhg about any of these. And I said, 1 am the teacher, 1 

have the right. Indian Mairs  paid for these and they're ours. And 1 said, 

but where do you think Indian M a i r s  got the money? They got it partly 

fiom me..Oh no, we don't get any money fkom you. 1 said, where do you 

think they get their money? And here's Dustin who c m  be just as big a 

handful, who sometirnes screams in my face, ya got a problem, ya got a 

problem? He says, they do Fred, they do have to pay for it, they have to 
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pay income tax and that's where a lot of the money cornes fiom that goes 

to Indian Affairs. 1 said, listen to him Fred, he's the same as you are, he 

knows, listen to him. It's so amazing, in there 1 saw change. 1 don't know 

how Dustin got a handle on this but he is beginning to recognize somethïng 

beyond himself and it makes me thuik maybe it's changing and then 1 

think, donyt think that, you'l get sucked in again (12.09.97). 

A.liceAnny s narrative follows. Both she and Amelia refer to their family stories in 

similar ways. Amelia spoke of her ancestry as a "mixed bag of tricks" (1 1.1 8 -97). 

AliceAnn spoke of her parents mixed mariage and said, "1 don't know how to define 

myself, . . it was confüsing but rich" (1 1.18.97). Like Amelia, AIiceAnn is enlivened by the 

chaotic nature of her teaching practice. In the previous paragraph Amelia commented on 

how du11 it will be at school after one of her classes graduates. In our conversation she 

pondered her feelings, noting the contradiction between her feelings now and during some 

of the difficult moments with this class during the year. AliceAnn toId her that she (like 

AliceAnn) was an "adrenaline junkie" (04.06.98). At our next meeting AliceAnn explained 

adrenaline j unkie. 

. . .I wodd never pack it [teaching] in and it's not a conscious decision, 1 

just keep going.. . . To make a persona1 phone c d  during the day it has to 

be highly motivating for me to remember to do that.. . even in rny preps, 

who thinks of anything else? There's this program on television fiom 

Australia called "Adrenaline Junkies" about an emergency trauma unit and 

I tW being in school but aiso in junior hi&, if you're an adrenaline junkie 

that's where you get it (05.1 1.98). 



Dif f erence 

Initial differences, a person's colour or racial featurei  

I don't recognize 

refer t o  

comment on 

bring up for discussion. 

Doesn't labelling difference determine the direction in which a child will journey? 

You're only Iabelling those tha t  are in the minority; 50 in the s ta f f  room I say, 

Oh, t h a t  white kid 

Every single kid should have the same doors opened; children should n o t  have their 

future determined by their history. 

I f  I j us t  explain myself a l i t t le better will you understand? 

My hope is for a tirne when people can't understand what the fuss is about. 



Cultural Heterogeneity: AliceAnn's Narratives of Identity and Classroom Practice 

1 met AliceAnn in a discussion group at the university. Since that time 1 have 

assisted her in a classroom writing project and we have also worked collaboratively on 

practicum supervision. At the time we met we were both completing education degrees. 

"1 [completed] my BA (Bachelor of Arts) then went into education and 1 took a course 

here and there and then 1 got pregnant and it was fourteen years before 1 could corne back 

again" (12.09.97). Previous to this she taught for two years in West Afiica with CUSO 

(Canadian University SeMces Overseas). While at home with her children she taught 

French at night for seventeen years with the school board and the Facdty of Extension at 

the university. She also worked as a conference CO-ordinator, research assistant and 

probation officer. Since completing her education degree, she has taught for six years, ';the 

first year 1 subbed and 1 worked half time at the probation office" (12.09.97). 

Threaded throughout her narrative are the challenges presented by her learning 

disability, "1 can't write. 1 can forrn letters, 1 can print beautifûlly but 1 couldn't think at 

the same time" (1 2.09.97). She spoke of the exhaustion of trying to write, "you've got d l  

these thoughts and you just know that you're not going to keep it so you leave out a huge 

chunk and go on.. .then you're drained. With kids, the teacher wiil sometimes Say, he was 

workïng fine and then he got lazy. Well i f s  not, he just got exhausted" (12.09.97). She 

also spoke of writing an exam at the university and the difficulty she experienced in 

having her disability accomrnodated, "1 cried the whole night from the fatigue and 

humiliation." Her learning disability is woven imperceptibly through her narrative. 

Speaking to her current teaching position, she said, 

. . .when you're in a high needs school you get a bit of a sense of 

importance and you feel like what you're doing is important in the world. 

Maybe at another school 1 wouidn't feel that what 1 was doing was so 

very important. And if you're going to get up at 6:00 in the morning and 
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go the whole day you have to have a sense that what you're dohg is 

important. . . .I think part of it also is, this sounds so trite, a kind of 

investment in the future and you're part of that investment. You want to 

see these youngsters grow and grow in a positive way because that's the 

fùture; you're part of it so it kind of ensures, again, your vitality and also 

your place in the world or your place in your own s m d  history, [there's] 

bound to be somebody who remembers me (05.1 1 -98). 

You have to iisten 

The f ~ s t  year 1 was at Northwood School this temble, terrible thuig happened [to 

me]. A petition was circdated in the class; Mrs. Albertson discriminates against Native 

kids, even if she doesn't know they're Native. So, 1 was beside myself, 1 was so 

devastated. A part of my image of myself is that i f 1  would notice that kind of thing I 

would work on it and 1 didn't know what to do. 1 was just heartbroken (1 1.18.97). 

Our own family is integrated so we 've been living this Ife with feet in every CU lture 

(11.18.97). 1 believe that to whom you were born should not deterrnine your destiny and it 

was our obligation as a society to make absolutely sure that every child who was born 

could go as far as he or she wanted to go and whatever direction, whatever the cost, and 

that Ive wouldn 't label kidr ever, so we wouldn 't say an Indian, a BZack Al2 this Zabelling I 

found appalling. In fact, one of rny sons said, oh Mom wilZ talk around and arozrnd and 

around before she 'Zljinally say, you see that Chinese guy over there. I always found that 

was the worst manners possible, to ident13 somebody rhat way ... . Racism that 's a genetic 

thing, it has nothing to do with the language you spenk and so Bulgarians don 't like 

Rumanians, that S not racism, they don 't like each other, that's not nice. But once it 's a 

genetic thing then il's race. Sa we were labellingpeople as dzxerent races when race had 

nothing to do with it. So ifwe can 't get even get the labelling right , it seemed even more 

wrong to ever label anybody. In the staff room I could weep, you know 'that big Indian 



boy, ' 'that linle Indian girl. ' Not many people do it but whenever it 's used as a cornenient 

label, as part of their description, people shouldn 't be that way in their own country. 

You 're on& ZubelZing those that are in the minoris; you 're separatng them ofl So in the 

staff room I say, oh. you know, that white kid.... A lot of things you see you wouldn 4 say; 

it 's obvious someone is in a wheelchair, it 's not a bad thing. The person' s not bad, they 

haven 't done anything rvrong but to be constantly referred to as the kid in the wheelchair, 

that makes it their identity and that 's not the sum of the person. There 's just so much more 

to a person than what you look Iike on the outside and when you set them apart a lot then 

it 's no wonder that they keep doing it to others. Just because you 've experienced racism 

doesn 'r make it that you are less likely to be racist. It 's a modelling thing and you know 

my belief that everybody S a racist but what do we do about it {04.06.98)? 

1 spoke to one kid and 1 said, is that tme? She said, well 1 don? think so. Ok, 1 

thought, that's a start but it was vicious enough that the person who circulated the 

petition had her mother corne in, 1 was grief stricken. So 1 called my son who had a 

difficult tïme going through school; he made everybody miserable and dropped out of 

school and I told him about it and 1 said, what do 1 do? He said, well this is what you do, 

you tell them to get al1 the people together that signed the petition, corne in the room and 

tell me what your concerns are, I'm ready to listen. 17m sure not one kid's going to show 

up but if they do then you have to listen. And they didn't. And then the mother came and 

1 made that offer aga* and she looked at the staff and said, you know Mrs. Albertson 

isn't a racist, she's just not a very nice person which was so awful and 1 didn't know 

what 1 was fighting really. 

To this day, if 1 remember it, I'm devastated that someone7s perception of me 

would be that 1 would discriminate against a certain group because I've aiways maintained 

that everybody is racist, you really are. And people that Say, 17m colourblind and 1 don't 

notice, excuse me, you notice the colour of a sweater someone's wearing. What you do 

with that information that you take in, when you recognize feelings that are less than 
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worthy inside, and they do happen, you deal with it. You have a ta&, you examine 

yourself and you deal with it so that you don? end up discriminating. 1 always thought I 

worked very hard at that (1 1.1 8.97). 

Igrew up in an eustern Canadian city and on my street there were Jouish, 

Presbyterian, Anglican, Catholic, French CathoZic, and Irish Catholic families and 

everybody had masses and masses of kids .... on our street ... we were products of a mked 

marriage .... Then we moved maybe ten bloch away to a Jewish neighbourhood so my 

rnother was the only French Canadian on the street. She never saw herselfas a French 

Canadian but in that neighbourhood it was clearly defined since we had the biggest 

family. ..I don 't know how 1 define myse 6.. . B was confusing but rich .... Then it was 

complicated because when I was six we went to the Caribbean for a year, for the winter. I 

was in grade one and so then I had some kind of an image of colozw as a dzrerence, like 

as something else, another added thing. 

My father was an assimilationist as is my mother. She believed in the melting pot, 

she thought that al1 this ethnic stufwas a big nuisance, like you c m  enjoy it, you know, 

having al1 the restaurants and having Heritage Days. That was aZZJ%n for enjoying but 

let 's not make too big a deal ofit, we 're all in here together. So she truly admired the 

American melting pot (1 1.18.9 7). 

We t e  got to be able to deal with people without purting them in their skin dots. 

Whar is a kid who 's First Nations, how much do you have to have in you to belong to the 

group? It S really tough and when we 're dealing with our own persona1 racism we have to 

look at thar. Thar doesn 't mean thar when you see somebody you can 't notice everything 

about them but ifthat has to be the means of identification then once it comes out of your 

mouth it makes it a place where the person should be and they didn 't choose it (O4 06.98). 

CQoOwoOwoOCQ 

AliceAnn's childhood, as she described iî, was 6'confùsing and rich." Living in and 

between cultures gave her a unique look at the world. Her body/mind understanding of 



difference is comtructed fkom the multiple perspectives of her life experiences, 

experiences set in multicultud neighbourhoods and, for a t h e ,  Jamaica as welI as her 

Jewish and French Canadian extended families. She dso talked about her experience 

working at the golf course on a reserve in Eastern Canada and tbis has provided yet 

another perspective fiom which to view the world. 

. . .none of the others could move as fieely as 1 could and 1 was quite 

fiiendly with one young man and he took me home to meet his mother and 

he didn't tell her 1 wasn't a local and so she started to speak to me and, of 

course, 1 didn't understand a word. So he said, she's f?om [another 

reservation]. But 1 had a lot of fieedom to move around and 1 never 

experienced any negative attention whereas the others, many of them 

blond with blue eyes, didn't have that fieedom.. .they didn't fit in and I 

did. They were perceived as strangers (05.1 1 -98). 

She also speaks of language as a factor in determining her worldview, "if your 

parents are both operating in a second language or you're operating in a language dserent 

fiom your parents it gives you a dif3erent view of the world, 1 think" (04.06.98). In our 

conversations AliceAnn took this exploration one step M e r .  She explained how an 

individual could adopt or adapt a culture. 

If a culture is how you live and you corne here and you have nothing to do 

with beur former culture] and you adopt al1 the activities going on here 

you've adopted a new culture and that is your culture. [Or] you keep your 

culture and you adapt it to the environment. So cultures change. You can, 1 

think, change your culture. Some people are born in the wrong culture for 

them. You're not locked into it. [Or] you can move between the two 

[cultures], that's just like a bonus (12.09.97). 

During an earlier conversation she gave an example of her thinking on adapting/adopting 

cultures and how it was lived out in her work. 
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1 had a kid on probation and he was a First Nations kid and he was cool. 

The social worker called me and said, he seems to have an inferiority 

cornplex. Well I said, yeah he feels pretty inferior. So 17m going to send 

him to [a school within the public system designated as  a First Nations 

school]. 1 said, he doesn't want to go. Al1 this kid wanted was to have 

preppy clothes.. .and he had the right to want that. The solution should 

not be, oh you're a First Nations kid so [for] any of your problems you 

get slotted here. 1 have to be very carefd that I do not slot people 

(1 1.18.97). 

AliceAnn has embodied a notion of cultural mobility and it serves as a lens through which 

she views her students. 

Her parents7 thoughts on assimilation have also influenced AIiceAnn. On the 

subject of how immigrants should take up life in their new country, they favoured the 

idea of the Arnerican melting pot rather than the Canadian cultural mosaic. Expressing her 

views on the subject of multiculturalism she said, ''1 don't recognize initial differences. 1 

do recognize the hentage day stuff, which I consider fun, and al1 those things but not 

[something] that should determine your future'7 (1 1.18.97). AliceAnn's acceptance of the 

idea of the melting pot is set against officia1 multic~lturalism~ govemment policy enacted 

in 197 1. Multiculturalism is an idea entrenched in the Canadian psyche, as Bissoondath 

(1994) points out, anyone cnticizing mdticultural policy is labelled a racist; there is little, 

if any, oppominity for discussion of the unexa i ïed  assumptions of rnulticulturdism. In 

bis examination of The Act for the Preservation and Enhancement of Multiculturalism in 

Canada (commonly known as The Canadian Multiculturalism Act) he sets out some of 

those unexamined assumptions, 

that people, coming here fiom elsewhere, wish to remain what they have 

been; that personalities and ways of doing things, ways of looking at the 

world, can be frozen in tirne; that Canadian cultural influences pale before 
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the exoticism of the foreign. It views newcomers as exotics, and pretends 

that this is both proper and sufficient (p. 43). 

Assumptions such as these may have guided AliceAnn's parents in theV rejection of 

multiculhiralism and their acceptance of the melting pot  Her parents' experiences of 

ethnicity / race would also be a factor in her parents' understanding and acceptance of the 

'meking pot'. AliceAnn says of her mother, "[she] was the only French Canadian on the 

lt was Street, [she] never saw herself as a French Canadian but in that neighbourhood [i ] 

cleatly defined.. . because we had five kids in the family" (1 1.18.97). She talks about this 

neighbourhood again in ou. conversation on March 9, 1998, "when we were in this 

neighbourhood we were the biggest family but the first neighbourhood [in which she 

lived] was much more integrated and less homogenous but everybody had the sarne 

aspirations and dreams." Her words underscore the Canadian understanding of French 

Canadian and CathoIic as terms ùiat are synonymous. 

"Our inner guidance comes to us through our feelings and body wisdom first-not 

through intellectual understanding" (Northrup, 1998, p. 3 1). AliceAnn's inner guidance is 

rooted in her childhood experiences. The sense that she has made of her childhood is lived 

out in her own farnily, a family she describes as integrated one with "feet in every 

culture." AliceAnn commented, "if 1 was ever to pick a syrnbol of a family, it's a table" 

and in reference to her nuclear family, %e tdked al1 the tirne" (1 1.18.97). Her memory on 

her body comes, in part, fkom this tallc, this sharing of family stories in both her nuclear 

family and her family of origin. The table as a farnily syrnbol also speaks to her 

willingness to listen. It is not surprising, then, that when she asks her son for advice about 

how to deal with charges of racism in her classroom that he tells her to fmd out their 

concems and Say, T m  ready to listen." 



Don't you touch me 

1 have this kid in one of the classes, Cody, and he hasn't been to school much. He 

fkeaked out 1 s t  Fnday. A teacher was helping him fix his math paper up, you know, 

fixing little holes up for him and shiffand the kid says, take your math and just shove it 

up your ass and stomped out, just enraged and everybody was shocked. 

So yesterday we had a really disruptive kid in the class and 1 was taking hirn to the 

office. 1 cm leave the kids, it's not a problem, there's stuff to do and 1 came back in and one 

of the girls said, "Cody knocked my books off my desk." And so he carne bustling over to 

tell his side. 1 said, oh sit dom we7U work it out. It was, like, nothing. You fuckin' racist 

bitch he said, not at me, and 1 said, I'm afraid 1 have to ask you to go to the office because 1 

can't accept this. He got up to go and he threw his books. I didn't see that but 1 saw him 

lunge at the girl and it was in slow motion but it was so fast. He slapped her upside the 

head. I've never seen that. 1 said, corne on out. So going d o m  the hall he was screarning all 

these invectives, you white trash, fuckin' bitches and 1 put my hand on his shoulder to say, 

we taked about that, and he screamed, don? you touch me. He'd always responded very 

well to my doing that. He was punching the locker, when he cornes back tomorrow 1 can 

only imagine how his fists are going to be. He was in a rage through the halls. When he 

came back to the class to get his SM 1 wouldn't let him in the room, 1 was afraid. At no 

time was 1 afraid for me, not because I'm brave but because f knew that it wasn' t directed at 

me. But 1 couldn't let him in the class because he's hit a student and so 1 got his s n i f r  and 1 

gave it to h m  and he raged. 

And you know what it was, he and his brother had been told that if they didn't 

get any detentions they could see their mother that weekend. And he just projected al1 the 

way to the point that he was going to get a detention, he wasn't going to see his mother, 

and it was al1 that fuckin' racist bitch's fault. It was shattering. Apparently she'd kicked 

his desk. 1 would have said, Lynette do you have anything you'd like to Say to Cody? 

And she'd Say, 1 don? like it when you push my books off the desk. And Cody do you 
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have anything [to say]? Weli 1 don? like it when you kick my desk, Lynette. And it 

wodd have ended. That's what he did with the math paper, he immediately saw hirnself 

kicked off the basketbal1 tearn and in jail. He is such a fiagile kid. And the kid he hit is no 

bigger than a minute either.. . . When 1 came back [to the classroom] the kids were laughing 

and yucking it up and I said, look I'm shattered when somebody's in so much pain that 

this is how they react and I'm going to work at my desk quietly for awhile and that's 

what 1 want you people to do. Yeah, nght (1 2.09.97). 

I have d e s ,  I have beliefs, not spiritual be liefs, beliefs in what 's right and what 's 

wrong and IfeeZ commirted to certain causes (02.09.98). With all the sirength and respect 

thut you have for otherpeople, that still doesn 't cancel out that there are gender issues, 

fhere is racism and sexism and it will affect what 's happening Andyou can 't iieny hjstory 

which has moldedpeople andyou can 't deny in many cases there tvas horrible racism rhat 

these kids experienced and they 're going to interpret it that way and react to you. 1 have to 

ident13 myselfas a person with absolutely no religion or spiritual feelings so 1 don 't have 

thar to hold me. I can only look at-this is happening and 1 dol inside rnyself: react. I can 

bounce back very quickiy but thsre 's no denying that those issues are there and they 're 

popping up their ugly linle heads evev tirne you look around [Tu deal with those issues] I 

alwqvs feel that ifrjust explain myselfa little better they 'd understand Any situation 1 have 

where people aren 't able to see my point of view, which is ofen, I hme a moral obligation 

to hang in there until at least they understand what l'm saying. They don? have to agree, 

which would be nice ifthey did, ... büt they have to understand and so 4 just like a bull in a 

china shop, keep going (02.09.98). 

In this story, individuals' actions are based upon the way in which they see the world and 

their enactment of the worlds in their heads set them on a collision couse. AliceAnn 

perceived this incident as rninor in nature. Like similar incidents that occurred in the 

classroom it could be quickly resolved and forgotten. Its resolution would occur through 
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dialogue between the parties involved, dialogue facilitated by AhceAm. She had no 

knowledge of what was at stake for Cody as he went fiom class to class. For him, each 

incident during the school day, no matter how trivial, might be the one that led to a 

detention and a detention meant expulsion fiom the basketball team and the cancellation 

of a visit with his mother. With so much riding on his behaviour he immediately assumed 

the worst each time something happened. He did not wait for the teacher's response. He 

exploded; he could not contain the expectations placed upon him and the emotions they 

evoked. AliceAnn's fear is a response to his rage, a rage that is uncontrollable. Of the 

other student involved in the incident AliceAnn says, ". . .to the little girl, no rnatter what, 

you don? deserve that and you don? want her to think that she would deserve that" 

(12.09.97). 

Discussing her teaching practice, AliceAnn said, "1 do for these kids what I would 

have wanted somebody to do for mine.. .I don? succeed a lot of the time but that's what 1 

set out to do for my students, what 1 wanted people to do for my children" (12.09.97). 

She goes on to describe herself as a good launcher (05.11.98), "1 can get them started and 1 

can give them skills and build a fair amount of self-esteem so that they have an image of 

themselves as somebody who c m  achieve." Seeing herself as a launcher may be related to 

the choices set out for her and the choices she made. She rernembered many visits with 

her grandmother and said of her grandmother, "her mother tord her, get a trade, make sure 

you can be self-sufficient and so she wodd always Say that to us, and of course, be a 

teacher or a social worker, something, but have your papers.. ." (1 1. f 8.97). The student's 

outburst and the ensuhg chaos momentarily shattered this image of herself as a launcher. 

Give them dreams 

At our school we have lots of kids whose parents have not f ~ s h e d  high school 

and 1 don? feel that I'm doing anything the parents would not want for the children when 

1 Say, when you finish high school and you choose where you're going to go and study.. . . 



There isn't a parent that doesn't want success for theù children and for their child to be 

able to make a choice. You're not destroying a culture by saying you have a choice, 

you're going to be a doctor. Now if you decide to be a doctor you can choose where 

you're going to be a doctor. You can do it in the city, you can do it in the country but you 

have to be able to do certain things so that you can make that choice. And 1 don't think 

there's a single culture that doesn't want that for their children. 

1 have Richard in my class, a First Nations boy who Iives with his grandmother. 

He has enormous potential, which he was squandering, so 1 called his grandmother in and 

she was very cornfortable with my dreams for Richard because they were the same as 

hers. I see that he has potential as a leader and the cornmunity recognizes that so there's 

no trampling on toes and not recognizing him as an individual and an important member of 

his cornrnunïty but he needs the tools (1 1.1 8.97). 

1 feel that the merence between having a nch liIé and not a rich Iife is to have 

dreams and you've got to give [students] a whole range Cjust] as I gave my own children, 

not that they took it, but it was there. And you have to have those dreams and go in one 

direction and find it and look beyond even what you c m  ever hope to accomptish or do. 1 

feel that as teachers, well 1 feel a few things. One of them is to give them drearns but the 

other thing is that they need a wide range of teachers with different approaches so that 

each kid can fînd a teacher that can ignite them. 1 don' t think there' s one answer . . . . Last 

year one of the kids said, I'm nothing. I said, well as you go through Life keep 

rernembering that there was your teacher in grade seven who knew without a doubt that 

you were going to accomplish your dreams. 1 gave her a gifi and I believe it and she'd 

never had anybody tell her that there was no ceiling. She came back to school this fall. 1 

was quite thnlled because she was going off somewhere else and she came back where she 

felt safe (1 1.18.97). 

My own mother grew up in the most reduced circumstances. She waspulled out of 

school at 14, crying her eyes out, to be sent to Business College so that she could go out to 
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work She was the fourth child of e igh this rnidme kid just neglected, totally neglected 

Her rnother, my grandmother, was a wonderfil woman and I Zoved her a lot but I can see 

now JLom the stories that my mother, herse% was neglected. Aqway ,  sutce it to say that 

afrer she was married she got a universiiy degree ... which 1 always found very impressive 

(1 1-18-97). 

I had a lot of encouragement going to school; it wasn 't a big issue. My futher 

wrote out u cheque for the fees, it wasn 't a problem. ifl had wanted to go to l m  school 

that wouldn 't have been a problem but I never r e d y  had an image of myselfas doing that. 

And Iremember once rnypartier asked why don 't you go to law school? Isaid, well why 

don 't you? He said, because I want the prestige of being mawied to a Zuwyer but I didn 'r 

go because I didn 't have thut image of myself(O2.09.98). 

oOmaOoOcOoOri0 

AliceAnn's story of classroorn practice was her answer to a question posed by one of the 

participants, "do you ever thuik you [are] breaking a bond between parents and children 

when you were phoning for permission for them to go to this camp?' (1 1.18.97). She is 

clareing two points in her response. Fùstly, that giving children dreams does not break a 

bond between parent and child and her story of Richard is told to exempli@ this point. 

Secondly, she wants to acknowledge that her role as a launcher is just that, her role, and 

other teachers offer something different to students and that difference is necessary in 

order to reach al1 students. On another occasion AiiceAnn shared a story fiom her 

classroom that also illustrates her desire for ai l  of her students "to go as far as they can." 

1 was having them do maps of [the city] and finding the different places 

and she wasn't doing much. She was really bright.. .and I said, well you 

haven't found the university yet and she said, oh and I said, well you have 

to find the university, you'll be going there. She said, no I'rn not. 1 said, 

what are talking about, of course you're going to the University of Alberta 

and she said, no I'm going to Yale (05.1 1.98). 



Hampton (1993), citing Bradley's work, states that, '"most Indian parents want 

their children to be taught the thuigs necessary for success in both the white and the 

Native worlds" (p. 266). Hampton elaborates on this point, '%ve need educational leaders 

who can confidently deal with al1 aspects of modem society" (p. 266). Reading this 

reminded me of AliceAnnYs story as she speaks to the importance of giving students 

dreams and providing them with the tools to be successful adults. 

She goes on to describe the expectations of public education and the contradictions 

that a ise  around assessment. 

We want every person to be able to go as far as they can and it's your job 

as a teacher to push and pull h e m  and just because a person isn't gifted in 

the way that's being assessed doesn't mean that they're not able to make a 

huge contribution, probably even more significant than somebody who 

maybe got honours al1 the way through and you don't want to extinguish 

that spark by labelling them as a nonstar (10.28.97). 

Her understanding creates tension in her teaching practice because of the common exarns 

that students are required to write. She describes the exarns as a "crummy tool" and 

"hypocritical" (1 0.28.97). 

Givers and takers 

My fïrst year there was such animosity between the most recent immigrants 

attendhg our school and the rest of the student population, such animosity. Parents 

saying, you make excuses for them, what about our kids? You're always on their side, 

what about us? They came here. Well Look, we al1 did. Such anger, like we had to separate 

the two [groups ofl kids, weU for their English too. But it was awful(12.09.97). 

If was a big city so on our street it was quite mulricultural, there were a22 these 

people ... and 1 don? remember anybody who was a postwar immigrant. There were some 

people fiorn England that came and then they went back after, Iguess, rationing stopped 



Now we used to say things Zike, "Oh Zooh like a DP " but 1 don 't think we knew whut that 

meant, it was jusrpoor taste. On our avenue everybody was white now that Ithink about 

it,- bZackpeople ZNed in a particular section, Chinese people Zived in a pmticular section. 

People camefiorn concentration camps. Irernernber somebody as a bourder at my 

grandmother 's place. She was very wonde rful at sewing and I was at my grandrnother 's 

and 1 think she was muking something for a do12 and her sleeve slipped back and her 

numbers showed. So quickly [she pulIed down her sleeÿel, she was so embarrassed and 1 

know that 5 the basis ofwhy I c m  't stand tattoos. When people ge t a tattoo 1 just see this. 

So she would have been a displacedperson (03.09.98). 

In the Social Studies multicultrnraiism unit my theme has been that each people 

that are here teach each new group how to survive here, how to manage. And each new 

group corning in, they bring something too so the more of us that are here helping each 

other settle in and appreciating each other's gifts the richer we become. So to that end 

how did the First Nations people, in their generosity, help people survive? They [the 

new group] never knew weather like this, they didn't know how to go around so how did 

they do that and what's the good stuffthey got in return? Look at that. Then you c m  

always point out that the Iroquois nation provided the foundations for the American 

constitution and if we consider.. .that this is the greatest country they owe a lot to the 

First Nations people. And I try and work that way and I came to this by working it 

through, by teaching it, and 1 think that's the philosophy E'm going to live with. . . . We do 

tak about what was taken away and bad things but we don? focus on that because when 

you're in grade seven you're pretty critical, that's the easiest thing. Let's look for some 

positives and then when we criticize we have enough to go on.. . . They [students] can al1 

make contributions so we c m  make a whole. 1 don't send people [away] f e e h g  bad, 1 

don't send the new immigrants off feeling, boy you're so lucky to be here, you should be 

gratefül. I don't believe I send the First Nations kids off with anything less than 

enormous pride, or that's my aim. Families who've been here enough that they don't look 
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to another area for their heritage, they knour also that they brought and they took, so 

we're all givers and takers. And with that concept I'm cornfortable, I'm happy and 1 feel I 

can share it generously. 1 won? let them criticize different groups.. .. 1 don? focus on [the 

negative], rather what have people Iearned £kom this? So I hope 1 am doing no h m  

(1 1-18-97). 

mcOo0maOo0m 

Her method of working with the mandated curriculum is to present a more 

inclusive picture of the subject matter she teaches, to go beyond the facts presented, to 

look deeper, and to make connections amongst the various topics presented. Speaking of 

the curriculum she says, "there's so many things 1 don't know how they expect human 

beings to learn so much in one shot; you don't even have time for review" (0 1-12-98). 

She speaks of her own background as multiculturai. in her classroom work, 

AiiceAnn sets forth an inclusive model of multiculturalism. She presents two lenses, the 

lem of giver and the lens of taker, so that the students c m  see themselves as others would 

see them and as they wouid see themselves. It is a model for teaching multiculturalism 

that gives students the oppomuùty to make connections with other students. AliceAnn 

told a story of one attempt to embrace that which was offered in the neigbourhood in 

which she lived. 

So on our street.. m e  were products of a mixed marriage, and so whenever 

things went wrong, well, what'd you expect they're products of a mixed 

marriage. Our parents were anti-religion.. .especially my father so 1 have 

this memory . ..of sitting on the steps on Sunday watching al1 the l u c e  

kids dressed up and going to church and then they had a Sunday school 

picnic. So my father mellowed a little bit after awhile but he just wouldn't 

let us go and it was a big 'to do' when they had the teen dances at the 

church, going to a dance and you're going to church (1 1.18.97). 



Report cards 

To this day 1 have a terrible time when I'm doing report cards, you Imow, we have 

to do those comments. I'm sick to m y  stomach every time.. .. 1 couldn't figure out why, 

when report cards came, I'd be [working] to the very last minute. . . - 1  don't like to leave 

things too last minute in school because I'm very scattered and I'd be to the very last 

minute and I'd always think of this boy but 1 didn't make the comection. I'm temfied 

and we have to do narratives now. You give a mark and then you have to &te, and so 

you might write, this person needs to work on paragraphing and stuff. I'm sick. 1 feel that 

you have an obligation to be specific, on the other hand, what if1 make a mistake? 1 mean, 

it's temble (10.28.97). 

When 1 taught in West Afiica 1 marked a whole bunch ofpapers and I %vas giving 

them back to kids, calling their names, and 1 handed a kid something with rny le# hand 

and it was a fuiling mark. He came to me and said, did you give it to me with yozir Iefl 

hand because it was such a bad mark? Like this was the grossest insulr I could have 

committed because you on& use your Ieft hand for bodiIyfinctions which are dixerent 

$=ont your eating because there isn 't enough water, so keep both hands separate. So you 

see a linle kid reaching for food with the lefi han4 and they 're slapped and the hand's put 

away and it 's put in the right hand. So this wns like a humungous inszilt and how many 

other times do we do those things, I mean 1 was lue@ the kid carne und talked to me, 

straightened me out. 

[Another] tirne I had this kid, he was very, very fùnny. After awhile, 1 admit, he got 

on my nerves; we were doing French verbs, this is very important s t u -  so there 's no 

room for humour. I was doing the comments on his report card and 1 wrote, this boy's a 

comedïan Didn 't think a thing of it, not a thought. m e n  1 came backjkonz the long 

Christmas vacation he said, oh Miss you never should have written that. Isaid, what? He 

said about the comedian; they took me in a room and they tied me on a table and they beat 



me ... . I'd always think of this boy [every time I did report cards] but I didn 't make the 

connection (1 0. 28.9 7). 

cQcOo000mmo0 

AliceAnn's memory on her body presents itself each tirne she does report cards. 

Her procrastination serves to put off the ensuing emotions, emotions that she did not 

dways connect to her earlier experience in West AfXca. This story was one that occurred 

early in AliceAnn's t e a c b g  and I believe that it has, in some ways, served as a marker 

for her teaching. The stories she told provided her with lessons in cultural sensitivity that 

she has not forgotten. The events that occurred after the story were just as dramatic and 

served to emphasize the importance of her role as a teacher. 

. . . we went to a service at the Anglican church and they had seventeen 

hymns before they got to the Christmas service so 1 went out with a £iiend 

and [we] were walking and it was the oniy time there was ever any 

threatening thing that happened. People surrounded us and it was gening a 

little bit fnghtening.. .and 1 said, oh we have to go and they started being 

rather loud and boisterous and this voice said, leave her done she's my 

teacher. And it was that kid. So you just never know. He had an enonnous 

respect for teachers and 1 guess his parents did too (10.28.97). 

When 1 asked the women about ideas they would like me to take to a conference 

AliceAnn responded, "fmd out if there's anybody else working with a group and see 

where we can al1 meet after this is over because that would be such a rich 

experience.. .you start building a relationship and then break up; it's too difficult. I 

always like to go steady" (04.06.98). She speaks of a rich experience and that cornes fiom 

the women's thoughtfdness about their work. In turn, the richness of our shared 

conversations contributes to the women's thoughtfùlness about their work. The image 

this creates is one of overlapping and ever enlarging circies. She is also expressing the idea 

that we are not finished, cannot be finished; her work in schools, like that of the other 
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women, continues. Their stories continue to unfold, to be told, lived, retold and relived. 

Her words remind me that there are no conclusions however there are ideas for 

consideration. The chapter that follows begins that process as it weaves together the 

women's threads of identity. 





the fïrst retrospective are the participants' comments on class. The remaining 

retrospectives explore ethnicity, spirituality and gender. 

Retrospective 1: T h e  and space 

The classroom and life stories we told represent the "tip-of-the-iceberg" 

(Northnip, 1998; Frankenbeïg, 1993)' "incomplete stories angled toward my questions 

and each woman's ever-changing sense of self and of how the world works" (Frankenberg, 

1993, p. 41). Each woman presented this sense of her 'self in remarks that sometirnes 

prefaced her stories. They would explain where they had been in relation to where they 

are now. For example, to explain her spirituality, Amelia described her "long spiritual 

walk that started.. .probably 1982" (02.09.98). Elizabeth stated, in our discussion of 

spirituaiity, "1 considered myself a feminist at one t h e . .  . [now] it doesn't matter. 1 

would Say I'm beyond that, it's not an issue any longer" (02.09.98). The women's 

remarks served to contextualize their present 'self' understandings. They were addressing 

the ontoiogical question of 'who am I?' by focussing on 'who am 1 becorning?' Their 

responses bring to mind a journey in which identity is negotiated dong the way, 

negotiated within the various social contexts that one has the opportunity to explore. 

Elizabeth did speak of her life as a journey, summing up her comments by saying, "1 

think that's been my journey" (02.09.98). 

The women's sense of space was influenced by their fathers' immigration to 

Canada. Their gaze was partially that of their fathers'. For example, Amelia said, "fkom 

my dad particularly . . .a great sense of [family J history" (1 1.18.97). Both Elizabeth and 

Amelia grew up on farms in western Canada. Amelia speaks of the juxtaposition between 

urban and rural that reinforced her understanding of class as she spoke of urban "social 

circies" and 'bacross the track syndrome" (1 2 .O9.97). Elizabeth al tudes to one difference 

living in a rural community made in her life when she said, %erg were only about two 

Ukrainian families and so if there aren't too many then you're kind of welcomed and 



you're considered, not an oddity, but aovei" (1 1.18.97)- AliceAnn grew up in a large, 

eastem Canadian city. Her urban, eastem Canadian Life stories were rooted in Jewish and 

French Canadian cultures. She also lived one year in the Caribbean. Amelia's and 

Elizabeth's life stories were rooted in the experiences of German and Ukrainian 

immigrants. 

At times each woman spoke of her own sense of feeling different, of being 'other' 

in the community in which she lived. For Ameiia and AliceAnn t h i s  became the base from 

which they viewed more recent immigrants to their communities. For Elizabeth, being 

'other' predominated her childhood and hence her worldview. Immigration patterns, 

including that of their families, played a role in each woman's understanding of race. 

Retrospective II: Ethnicity 

In our second conversation, Amelia was speaking of the influx of German 

immigrants into her community. As the daughter of immigrants she understood that these 

immigrants were accepted within her familial boundaries but "once you got out into the 

other setting, then, to a degree 1 fell into much of what the white.. ." (1 1.18.97). Her 

words trailed off, however the scenario she presents uses white to refer to the larger 

community in which she lived. Once she left the farm she felt that she became white like 

the townsfoik and looked down on the immigrants. 

In Amelia's experience, being white was associated with class and the class 

distinctions were clearly demarcated. As a "stniggling fami family" (1 1.18.97) she 

commented "1 knew exactly where 1 fit" (12.09.97). This is also tnie for EIizabeth who 

commented on my introduction to the study, "1 found it strange to cal1 myseif white, 

earlier ... I'd never considered myself as one of [the majority]" (04.06.98). For her white 

means majority or dominant culture and during the last half of the twentieth century in 

Canada that refers to Anglo-saxons, not Ukrainians. Her ethnicity is what stands out in 



her life stories and the repeated incidents of discrimination she experienced both created 

and reinforced her otherness. 

A l i c e A ~  speaks of her racial identity as confising but nch; she stood with her 

feet in different family cultures. As she told her life stones she focussed on the 

muiticultural milieu in which she grew up. It is in a later conversation, when we viewed 

our school yearbooks, that she made reference to whiteness. She described the street on 

which she lived by saying, ". . .everybody was white now that 1 think about it; black 

people lived in a particular section, Chinese people lived in a particular section" 

(O3 -09.98). 

Retrospective LII: Spirituaiity 

At the end of our fourth meeting, January 12,1998, when the tape recorder had 

been tumed off and we putting away the dishes, Amelia mentioned that religiod 

spintuality was an important part of her identity. 1 acknowledged that spirituality had 

been a topic in discussions about my research proposal and we agreed to spend our next 

meeting discussing it. For both Elizabeth and Arnelia, spiritudity is an integral part of 

their identity. For Amelia, "this core thing is very critical in my philosophy and my belief 

system about life" (02.09.98). She spoke of her spiritual journey and said, "people c m  

have very defined boundaries that are given out by whatever church institution they are a 

part of.. .and there's probably a time that's needed as we stniggle to give our lives 

definition and boundaries and then we grow beyond that.. . " (02.09.98). Her spiritual 

joumey has grown beyond the religious institution where the journey began. Elizabeth 

refers to "life giving spirit" and says, %atYs what we're really put on this earth for, to be 

life giving, to have life given to us" (02.09.98). In our discussion of spiritdity AliceAnn 

said, 4 have to identify myself as a person with absolutely no religion or spiritual 

feelings.. ." (02.09.98). Integral to her identity is her sense of herself as a "strong 

feminist" who has "rules, beliefs in what's right and wrong and feels committed to certain 



causes" (02.09.98). The principles of AliceAnn's feminism and Amelia's and Elizabeth's 

spirituality help to guide their classroom practice. 

Retrospective IV: Gender 

In our first research conversation, October 28, 1997, they addressed gender in a 

discussion of mothering, not in answer to a direct question but as an explanation of the 

way in which they worked with their students. Amelia, speaking of her students, said 

". . Aey  aren't my birth children but in another sense they are my children and 1 treat 

them as 1 would treat rny children, stnving for those mwritten, appropriate kinds of 

things that will M e r  their movement in society" (10.28.97). She goes on to say that 

"'the bottom line.. .in terms of her work with kids is totally dependent on building 

relationships.. . [as it is] wïth our own childreny' (1 0.28.97). AliceAnn reg lied by saying, 

. . .I see that as the key thing when you said, 1 treat them as my children. 

You can go outside and crab to everybody about how womed you are 

about your children and maybe they were a disappointment but it's 

certainly not acceptable for somebody to corne and be supercritical about 

your children.. .it's the sense that they are family and we're working it 

through. If I'm there 1 don't feel anybody has the right [to discipline the 

class] because they don? know the whoIe story and you feel a need to 

protect them.. .You do get that sense of the family, 1 tell the kids this is 

the homeroom, we protect each other and you have to give them that so 

that they can go out and make their own family later (10.28.97). 

Elizabeth made reference to gender in terms of staff differences, Y find it quite a 

challenge because at times [the men with whom 1 work] look at students a little bit 

differently than 1 do and that idea about defending the students to me that's almost a 

mother thing to defend children; it doesn't matter whose they are. You feel it inside, it's 

sort of an emotion, 1 th&" (10.28.97). In a later conversation Amelia commented, "I'm 



not sure when I'm at school today whether I'm a mother or a teacher or whether they're 

different" (12.09.97). The idea of a "blurred image" (Kemedy, 1992, p. 104) cornes to 

mind in Amelia's description of herse16 an image of 'self' with "both mother and teacher 

acting as a unity" where responses to students are "born of many years of knowing, 

knowing of and in the body. .." (Kennedy, 1992, p. 104). As our conversations continued 

over the course of the research we discussed our career paths and discovered that we had 

interrupted teaching careers to be at home wiîh our children; AliceAnn taught in the 

evening during this time. 

AliceAnn spoke about her experiences within an integrated family, one "w-ith feet 

in every culture" (1 1.18.97) and in a later conversation said, 

. . .the blaming and naming is what 1 believe is causing many, many children 

to be grief stricken.. . . No matter how their parents set up the household to 

protect them, you can't. They go out into the big worid and they are 

constantly bombarded with questions that build into a sense of something 

thatys really important whereas the most important tlllng is to be part of a 

family (05.11.98). 

Like AliceAnn, Lazarre (1996), a mother of a racially blended family, writes of dispelling 

the notion that racial tensions wouid stop outside the door of her home; "race, racial 

identity, racism, and Afkican Arnerican histo~y and politics d l  are recurring motifs in our 

separate identities as well as our joined family life" (p. xix). AliceAnn's stones of 

mothering are reflected in her teaching as she tries to teach in the way she wanted teachers 

to work with her children. 

As a fiamework for understanding their lives, gender played different roles for 

each participant AliceAnn called herself a "strong ferninist" (02.09.98) and viewed 

problems presented to women as systemic, "there were many, many thuigs in society 

that contributed to a woman developing that image of herself that would allow her to 

make those choices which caused unhappiness" (02.09.98). Elizabeth says "1 considered 
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myself a feminist at one t h e .  It doesn't matter. 1 would Say I'm beyond that, it's not an 

issue any longer" (02.09.98). In what she describes as moving beyond feminism Elizabeth 

states, "it bothers me when 1 hear that it's just women who can't attain because of the 

world we live in. It's men also that don't dways reach their full potential, depending on 

social status, where you start fiom. We don't live in a perfect world so the rnost you can 

hope to do, 1 think, is to contribute your part" (02.09.98). Amelia commented on the two 

different points of view, "1 look at the things that happened to me that might be viewed 

fkorn a feminist point of view. 1 see it more as me lacking wholeness. For who 1 am now 1 

would never have done what 1 did but it's because I'm dBerent now not because 1 see it 

as a woman thing" (02.09.98). Both Amelia and Elizabeth acknowledge gender ciifferences, 

for example Amelia says, ". . .we are more numiring because we are women and 

particularly when we have children, it's just like it's in your blood.. ." (1 0.28.97). The 

difference in the women's viewpoints centres on the difference between a systemic 

approach to understanding women' s issues and an individuai approach to understanding 

women's issues. 

Retrospective V: A reflection on the construction of rny identity 

My life stories exempli@ Lazarre's (1 996, p. 56) words, "whiteness is." 

Whiteness existed as an unexamined way of being in the world. The words 'whiteness is' 

subsume Merences amongst individuals. Its unexamhed existence can be made visible by 

placing our stories side by side so that we can begin to 'see' whiteness in its multiplicity 

of forms. The students with whom I worked began this process with me and it has 

continued in this research. 

Reflecting on the stories 1 told, 1 developed an understanding of how c%whness 

is" (Lazarre, 1996, p. 56) came to be my way of being in the world. During our last 

research conversation 1 talked about Mura's (1996) story of growing up Japanese 

American. Thinking about what he had to Say, 1 commented 



I've been thinking about the impact of World War II and the Depression 

on our lives. So much of what we have talked about is the immigration 

after the war. When 1 think of my own family 1 think of rny father's 

attempts to create economic security. Having lived through the 

Depression, having fought in the war, he's buying into a certain kind of 

economic security and to do that there's this pushing away of the past and 

what that represented or what was remembered of it and a focus on the 

hture-we want to be upwardly mobile, we want to have a home, a single 

family dwelbg in a suburban kind of setting, we want to have a secure job, 

and we want to give o u .  children what we didn't have ourselves. Do the 

memories, the stories he might teil, take us back to a time that we don't 

want to rernember, or will the memories drag us down and we won't be 

able to be successful in this new post World War II sra? It creates a kind of 

rootlessness, you have a void and so what is out in the culture fills you up. 

As you take in the cultural messages, there is nothing for this uiformation 

to bump up against, it goes unquestioned (05.1 1.98). 

My thoughts reflect some of the factors that I think set a context for both my invisibility 

and the difnculty 1 experienced in becoming visible in the classroom. Listening to both the 

children's and the participants' stories gave me an opportunity to develop an 

understanding of the construction of my raced identity. 

The weaving together of the multiple threads of identity, however partial, serves 

as a backdrop for the chapter that follows. The women's life stories act as well upon 

which they draw to construct their Stones of classroom practice. 



ReteIling Our Stories 

But ÏfteIZing stories is a hard task, retelling stories is even more d~Bcztlr. 
ReteZIing requires a vivid imagination as people hy to rethink their stories in 

the context of the stories of others with whom they interact. 
-Clandinin & Connelly (1998, p. 252) 

This chapter draws on the common threads that emerged in the participants' work 

in classrooms. Weaving together the common threads created a dissonance with my 

classroorn stories and 1 began to think about the daerence between their stories and mine. 

Thinking in that in-between space, 1 began to conceptualize an understanding of 

classroom work that encapsulated the work of the participants in their respective 

classrooms. 

1 begin by presenting the common threads 1 discovered in their classroom practice. 

What I see in each of the participant's stories as compared to my own is a different way 

of working with students in classrooms. The difference is seen in the conversations that 

Amelia has with her students, in the curriculum adaptations that AliceAnn presents to her 

students and the sense of the students' community and culture that Elizabeth seeks in her 

work. They acknowiedge and work with their students to explore and understand the 

raced identities within the classroom. They also explore the impact of their approach on 

their work in the classrooin, specifically in the areas of discipihe and curriculum. 

The difference in approaches between the participants and myself is not a matter 

of absence/presence in my teachhg practice. Rather, it is in the participants' embrace of 

their particular rnethodologies compared to the tentativeness 1 felt as 1 worked with 

different approaches. Their actions are imbued with a sense of forthrightness about their 

particular courses of action. They have thought about how they work with difference in 

their classroorns and translated that into specific classroom practices. Ameliaos classroom 

discussions "make apparent difference and chensh that difference" (1 1.18.97). AliceAnn 



and Elizabeth speak of downplaying ciifference. They do explore ciifference but situate 

that exploration within curriculum and the community. 

1 then explore the concept of liminality as a way of talking about the participants' 

work in their classroorns. Liminality is an idea that arose out of the language they used to 

describe their work in classroorns. They spoke of working with the chaos and energy 

present in their classrooms. Liminality is a concept 1 have explored in my own life and 1 

describe that exploration to situate the understanding that 1 am developing of liminal 

space in this chapter. 1 end with an exploration of story in liminal space. 

Common Thread 1: Classroom discipline 

The participants agreed on the impact of race on classroom discipline. AliceAnn 

began the conversation by saying, "when it is an interracial situation then it's turned into 

something more than it is so that when you react you're not being supportive, you don't 

care about self-esteem and if it's not interracial then you're just a mean, old bitch and 

they never liked you anyway but it doesn't get tumed into anything. 17ve been found 

sadly lacking by al1 culture groups" (02.09.98). Amelia agreed and described the 

"something more" that AliceAnn referred to as ccinflammatory undercurrents" (02.09.98). 

Elizabeth responded by saying, "we must have an awful lot of self-esteem then if we can 

keep going through al1 of this. We're the ones that try and h d  good in things.. -1 think 

you have to grow into that though" (02.09.98). Their conversation presents the 

problematic face of discipline in their classrooms. That they attend to this dimension of 

classroom discipline is important; each of the women understand the idammatory 

undercurrents and are prepared to work with those undercurrents, to address feelings 

engendered by raced identities. They are also able to situate the students' responses 

within those undercurrents so that they are not overwhelrned by them. Elizabeth offered a 

cautionary note in that regard and it is an important one; teachers grow into that way of 



thinkllig about classroom discipline and even then the participants' stones give evidence 

to the fact that this is not a simple, straightfonvard step. 

Comrnon Thread II: Classroom dynamics 

Two of the teachers in the study, A l i c e A .  and Amelia, spoke of the chaos and 

energy of their classrooms. NiceAm refers to herself as an "acirenaline junkie" (04.0698) 

because "the constant excitement and energy, even though it was very draining, also keeps 

you going, you want to see what the end is going to be.. . like 1 would never pack it 

in.. .there's also the great fun of every day learning something new, and every day getting 

a little reward and even in the toughest days there isn't a day you doc't get some reward, 

something" (05.1 1.98). She acknowledged the support of the principal as an important 

cornponent of her work. Amelia speaks of "the chaotic nature" (10.28.97) of her school, 

and her reference to the energy she fin& in her workplace continues throughout our 

conversations, ". . .heading into the mid m e s ,  I often Say that it would be absolutely 

impossible to grow old here, Wte you'd get nin over if you did, so it ensures your own 

vitality and youthfulness because of the nature of the setting" (05.1 1.98). She experienced 

various degrees of administratiw e support in her classroorn work because she worked with 

more than one principal in her tenue at the school. 

The teachers provided an opportunity for students and teachers alike to explore 

their responses to one another, their sometimes angry responses. 1 heard in the wornen's 

stories a willingness, each in their own way, to work with rather than against the chaos 

and energy, including that which accompanied students' anger. They did not shut down or 

avoid the dialogue that was necessary nor did they demand order and calm before 

beginning such a dialogue. They moved into the energy and worked with it. Working this 

way was physically demanding and sometimes physically dangerous yet they understood 

their role in these eruptions so that they could gauge the danger and work within that 

determination as well. 



Speaking of the energy in her classroom Amelia commented, "I'm at a loss. 1 don't 

normally nui into kids that 1 can't meet sornehow. I can meet them at times so that's a 

real challenge for me but on the other hand, my, what you endure to keep trying to 

succeed at the challenge" (01.12.98). She is addressing the downside of her students' 

energy, the difficuities it presents physically, emotionally, intellectually and spintuaily. 

She says of herseif that she speaks more negatively than she used to, "I'm aware of that, 1 

don? like that but 1 don? know how to change the situation" (01.12.98). She goes on to 

describe a pivotal point in her understanding of her work. 

I decided something at the end of November and if I were to name it 1 think 

it would be dong the lines of this is an awfUl and difEcult situation and 

I've just got to work with the situation, let go of other stuff that we 

normally strive for and just work with the situation. And 1 felt a lot better 

(O 1.12.98). 

A part of working with the situation, for Amelia, is "having things mapped out about 

where 1 go next" (01.12.98). She described her teaching situation as "a hopeless and 

helpless situation" (0 1.12.98) and yet, at times, she is hopeful, 'ihese boys are 

challenging and 1 want to hang ùi there to meet the challenge; 1 have that hope that in spite 

of four and half months having passed that we can still get there" (0 1.12.98). 

Elizabeth situates herself in a more neutral position. She does not speak of chaos 

and the disruptions that occur in her classroom are just that, dismptions. When a 

disruption is related to race she said, "if 1 hit it [racism] nght on, straight on, there's not 

too much difficulty with it, 1 don't think" (1 1.1 8.97). 

My response to chaos was the opposite. "How can you [make a difference] when 

there's such chaos around you? That's where 1 feel responsible. Once that chaos is 

quieted, once there is some sense of order and togethemess and community, ok" 

(01.12.98). There is a sense, both in the words and in my body, that 1 would not work 

with the chaos and energy. Like AliceAnn and Amelia I understood the students' anger as 
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related to race but for me, acknowledging that anger and working wîth the chaos and 

energy it foments would mean achowledging the classroom as a racialized place. For the 

children, it already was a racialized place; for me, the invisibility of whiteness.. .enabled 

me to stand as an unmarked, normative body (Wray & Newitz, 1997), a body not fully 

comprehending the meaning of race. It is in ckorking with the children [that Il have corne 

to understand 1 too have a race" (1 1.18.97). 

Common Thread III: Curriculum 

There is a tension in each woman's classroom between the demands of curriculum 

and the students' need to make sense of what is happening to them within the raced 

relations of the classroom. This dilemma was sometimes addressed through curricular 

adaptations (AliceAnnYs story, 'Givers and takers') and sometimes the cuniculum was 

set aside (Arnelia's story, 'White man'). In Elizabeth's story "Maybe that's rny goal" she 

is acknowledging the cultural elements of her students' experience and the sense of 

responsibility she feels to accommodate those experiences within mandated curricula. She 

speaks to systemic issues and situates some of her responses to snidents within this 

systemic fiamework. 

1 don't think we're clear on what we expect out of our education system. 

And I think that's part of the problem we're experiencing in our education 

system with what's happening right now. I'm so fed up with the whole 

system of marks and schools and school boards and premiers and parents 

that don? parent their kids.. .IYm really in a bad place right now.. .I've 

lived long enough to know these things pass (1 0.28.97). 

Common Thread N: Tools for undentandhg difference 

The participants acknowledge difference and both suggest and question 

possibilities for working with students so that we can begin to understand our raced 

identities. Elizabeth, in sharing a life story, went on to Say, "somewhere as human beings 



we are al1 the same, but we aii have different backgrounds, we all have different places, we 

ail have different stories.. .the more 1 can be open to them [students' stories] the better it 

is for both of us" (1 1.18.97). Amelia commented, "1 have no problem when a child yells 

racism, in a sense, from the historical sense of what's happened, I understand why they 

could or would. But then how do we live beyond that, how do we get over it? It's easy 

for me to sit here and say this as a white person and as a majority but to be in their shoes 

1 don? know" (04.06.98). 

Working with clifference in the classroom begins with a recognition that 

the classroom cannot help but be, at times, chaotic, confûsing, and 

disordered, a place of pain, denial, anger, and anxiety-al1 of which we 

expect, we have to expect, when challenging others and ourselves to 

examine, even simply to reveal, the ways in which al1 sorts of racisms have 

inflected oudtheir identities. The vuinerability to which we expose 

ourselves and our students is enormous; and the work in the classroom is 

often physically, emotionally, and intellectually exhausting (Srivastava, 

1997, p. 12 1). 

The teachers in the study have corne to understand the work in their classrooms in a way 

that is similar to Srivastava. How might this work be conceptualized such that other 

teachers would be willing to enter into the chaos that sometimes arises in an examination 

of race in classrooms? 

Perspective 1: Classrooms as b i n a 1  spaces 

Over tirne 1 began to conceptualize tbe classroom as a liminal space. Would an 

understanding of classrooms as limllial spaces create a broader understanding of the 

function of that space such that teachers could begin to work with rather than against the 

raced identities of the classroom? Liminality creates a space for working with the chaos, 

pain, denial, anger and anxiety that accompany both the revelation and examination of 



raced identities. The section that follows explores the concept of liminality, and its 

connections to schooling. 

Lirnenl means threshold and liminal space means related to or situated at the 

limen. It is the space between what was and what is to be. Driver (1991), whose work 

builds on that of the authropologists Van Gennep (1960) and Turner (1986), describes 

limindity as '?he character of being neither here nor there but 'in between' " (p. 159). 

Lïminality is a part of ritual. A rite or ritual is a method of accomplishuig something in the 

real world and ritual processes are essential to the self-regdation of humanity @river, 

1991). Lirninal rites are one of the rites of passage described by Van Gennep (1960). He 

descibes the rites of passage as 'Yhe ceremonid patterns which accornpany a passage 

fkom one situation to another or fiom one cosmic or social world to another" (p. 10) and 

were so named fiom his analysis of ritual behaviour. He subdïvided the rites of passage 

hto rites of separation (prelimind rites), transition rites (liminal, or threshold, rites), and 

rites of incorporation (postliminal rites). Driver (1991) says of lirninality that it belongs 

to ail rituds as such, not just Van Gennep's rites of passage, specifically the transition 

rites. To explain liminality as a part of a ritual Driver (199 1) states, 

when people engage in ritual activity, they separate themselves, partially if 

not totally, fkom the roles and statuses they have in the workaday world. 

There is a threshold in time or space or both, and certainly a demarcation 

of behavior, over which people pass when entering ritual. The day-to-day 

world, with its social structure, is temporarily suspended (p. 159). 

This broader definition highlights what some consider the problematic nature of limùiality 

because it creates both the time and space to play with possibilities not yet imagined in 

rituals. This behaviour can lead to "a weakening of state control over people's ideas, 

emotions, and behavior. . . . [sol by education and practice, then, muc h of the liminality of 

ritual comes to be suppressed" @river, p. 159). The double-bind this presents to teachers 



is a difficult one with which to work. Incorporating liminality in the educational practices 

or rituals that are set out to suppress liminality creates an onerous burden for teachers. 

The experience of ritual in middle-class, Western societies is one where rituals are 

kept "close to the social shore, so to speak. We do not often let them head for high water, 

and t h i s  is our great loss. . . .Perhaps we do not want any strong reminder of a 'generic 

human bond.. . .' Dream of a common humanity, especialiy when ritualized and therefore 

brought into experience, can threaten a socially privileged way of life" (Driver, 199 1, p. 

165). Staying close to the shore is not nsky, the shore is what is known and by staying 

with what is safe and secure we can avoid the rnessiness, or the adventure! of heading for 

high water, for the unknown. The maintenance of the status quo excludes many 

individuals fiom taking part in the rituals of middle-class, Western society. The 

maintenance of the status quo also prohibits the creation of new rituals, 'ceremonial 

patterns' to deal with life in the twenty-fust century. 

Ours is an age that needs both the marking of known ways that are worthy 

of repetition and the groping for new ways in situations with scant 

precedent. Humanity's ritual traditions are rich but they were not devised 

to deal with the split atom, nor space flight, nor the hole in the ozone 

layer. Neither were most of them fashioned to uphold sexual, racial, 

cultural, and social-class equality. When we do not know what to do, 

confionted with challenges that baffle and fkïghten us, we have to rehearse 

in the dark, so to speak, without a script. We have then to improvise on 

the basis of gut feelings, following prima1 motivations (Driver, 199 1, p. 

50). 

Driver's cal1 for new rituals accompanies his cali for Mler engagement with 

liminality in our present r i tuais because with liminality cornes the possibility of new 

ways of beïng in the world. Similar thoughts are shared by Bateson (1 994) who calls for 

improvisation, for learning dong the way. Heilbrun (1999) says, in reference to women's 
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lives, "...a Me without danger, with no question about what the future may hold, is not a 

Me, it is a carefully stmctured drama, a play in which our parts are written for us. The 

threshold, on the contrary is the place where as women and as creators of literature, we 

write our own lines and, eventually, our own piays" (p. 102). 

Perspective 11: Ritual and school 

Utilizing Van Gennep's (1 960) rites of passage, I am immediately aware of the 

rituals that accompany the prelimind rites as children begin various stages of their formal 

education. 1 am aware, too, of the sometimes elaborate postliminal ntes that take place at 

certain points in a child's educational journey, particularly high school graduation 

although it is ofkm preceded by other graduation ceremonies at points dong the way, for 

example, kindergarten, grade six and grade nine. These are well-established rituals that 

children look forward to as a part of their experience of schooling. What is evident in the 

foregoing examples is that "in specific instances these three types [of rites] are not 

always equdly important or equally elaborated" (Van Gennep, 1960, p. I l ) .  It is the 

Liminal or threshold ntes that are not equally important or equally elaborated. It is the 

nature of liminality that keeps us fiom engaging more fully with it. Liminal space is the 

in-between space, the space between what was and what might be, where one engages 

with future possibilities. Its apparent lack of structure is both its strength and its 

weakness, a strength because of what it offers to those who engage with it and its 

weakness because, in the structured society in which we live, there is a fear of the chaotic. 

In some ways, schools already serve as liminai spaces, a threshold for children, a 

space between the family and society, a space between the pnvate and public, a space 

between childhood and adulthood. 1 may be able to conceptualize the space as liminal 

based on Van Gennep's description, but in reality it is highly stnictured, leaving little or 

no space for the 'playful and imaginative.' Driver's broader definition of al1 ritual as 



partially liminal does not change my conceptualization of classroom space as one that 

leaves little or no space for the 'playfil and imaginative.' 

We embody the rituals of school, they are etched as mernories on the body firom 

the time we enter school until the time we graduate. Our bodies are molded to the rituals 

of school, Iived out in its temporal, cwricular, evaluative, behavioural and relational 

structures. The rituals of school stay close to the social shore. Attempts to head for high 

water are quickly named as transgressions. Attempts to write a different script go 

unheard in the cacophony emanating fiom societal demands of schoois. 

Yet, the teachers in the study have created a liminal space in their classroorns as 

they engage with students. They amended or suspended the taken for granted rinials to 

allow for the emergence of something new in the imaginative interplay between students 

and between students and teacher. 1 descnbe their work as imaginative because their 

classrooms are spaces where raced identities are acknowledged, explored and sometimes 

reconciled. This is a huge undertaking in schools where ntuals to maintain the status quo 

predominate. 

Perspective III: Curriculum as ritual 

Elizabeth stated, "We have to take a look at our curriculum, who puts our 

cuniculum together, isn't it just the privileged that we're t a k g  about?" (04.06.98). It is 

a form of ritual that works for the privileged class to which Elizabeth is refening. None of 

the teachers in the study work with the privileged class and each one of them tells stories 

of the problematic nature of curriculum in their classrooms. The teachers try to create a 

space to address what matters to students, sometimes at the moment of telling and 

sometimes within the curriculum. However, time and resources are in short supply. One 

of our research conversations illustrates the dilemma for AliceAnn and Ameiia (04.06.95). 

At the beginning of ow research conversation A l i c e h  explained a situation that had 



arisen between herselfand one of her students. She is expressing concem for the student 

and for herseif in her attempt to work out a plan that she feels is best for both of them. 

AliceAnn: Somebody else was mincihg my class when we had the open house and the 
kids were awful. 1 said, tell me the names of the disappointments and I've 
chastised everybody because we're all in this together.. . . They had to 
write a letter of apology, they had to make it right with her. So one kid 
said, well it wasn't fair 1 shouldn't have to do it, 1 didn't mean anytbing. 
So most of the kids worked it out and I said, well if you didn't mean to do 
it or there was a different interpretation let her know but you make it right 
with her because she was a guest and you know how 1 feel. They [letters 
of apology] all came in, no problem. One kid said I'm not going do it. 1 
said, of course you're going to do it. He says, no. So 1 called his 
grandmother. 1 said he'll stay in 'til he does it. Well, she then remembered 
what an awful person 1 was and how miserable 1 was. I was shocked that 
the kid wouldn't do it because he'd have corne around, realized he'd been 
wrong and make it right. And then he wrote that he had lost his option and 
it was not a nice letter to her so 1 said, you have to write a letter to make it 
right, not to berate her, she did nothing wrong. So 1 said you can do it after 
school but 1 won't give you an H so you don't have to go to the 
hornework detention room, just write it and you can go home. He said, can 
1 go get my stuff! 1 said, sure. He took off and there is nothing 1 c m  do 
with this kid now. He doesn't have to do a thing. He doesn't have to open 
a book, he doesn't have to do anything because his grandmother [stepped 
ifJ. I'm in shock, I've looked after this kid. 

Merle: So she's telling him he doesn't have to do anything. 

AhceAm: I'm an awful person, this may be tme, but not to him. 

Amelia: So what happens with this, does it go to the principal? 

AliceAnn: Well, that's how 1 found out. I kept trying to think, what is it 1 rnight have 
done because 1'11 never do that again. One of the thuigs 1 do is 1 Say, 
consider yourself smacked upside the head. So I'm not going to do that, 1 
wouldn't, you know. They'll Say oh, and 1 Say no, no, no, this is a 
metaphor. And then the other thing 1 do is 1 Say, you need a noogie and 1'11 
do this [using her knuckles to touch a kid's head] ... and for some kids that's 
al1 they need for the day to go well. So 1 might have done that to him, he'd 
be one of the ones.. .'cause 1 would never do it if someone was off the 
wall. 



Amelia: You gauge when you do that? 

AliceAnn: It's me7  you need an attitude adjustment. So maybe it's that but 1 don? 
think SO. And then the other thing 1 think is that 1 tak with my hands and 
one time some kid waked past [and got hit] and it may have been him but 
1 don? think so. 1 said, oh my goodness you have to stay out of the way 
of the French teacher. I'm not going to talk to him about it, c m  you 
imagine, they'd Say I'm trying to influence him or somethùig. That's a 
whole new thuig...when teachers are accused of doing terrible things, kids 
could be lying. 

Amelia: So, what's happening with this? You said the principal told you. is that 
correct? 

AliceAnn: 1 said, I'll phone the parents. She said no, don't, ieave it alone, don? 
inflame it, don't get into anything with the kid. 1 asked her if she'd transfer 
him to another class. 

Amelia: Redy? 

AliceAnn: 1 would still teach him Language Arts but I'd have less contact and we 
would Say to the parents, maybe he could be happier. 

Amelia: Oh and see when 1 had my assault charge the principal asked if it was ok 
for him to corne in the room. 1 said absoluteiy, he isn't going anywhere 
else. 

AliceAnn: 1 don't know, in this case 1 just think the poor boy is not going to do any 
school work. It's Language Arts and Social he has me for. 

Amelia: How long ago? 

AliceAnn: Well apparently this might have happened in September. 

Amelia: No, no, how long ago since you've been accused? 

AliceAnn: Oh just before we went on Spring Break. 

Amelia: Oh, I'd give it some time. 

AliceAnn: It's pretty unpleasant. 

Amelia: Oh yeah, no question about that. 



AliceAnn: 1 Say life is too short. He would have a different Social Studies teacher. 

Amelia: But what c m  you give him that he wouldn't have if he got a different 
Social Studies teacher? You c m  give him acceptance in spite of what's 
happened. And to me, 1 think that is a powerfid, powerful tool. 

NiceAm: Yeah, but I'm not very big at that. 1 can get over most things very quickly 
but this, see I'm just so vulnerable. It's an outright lie. 1 don't even think 
it' s a misinterpretation. 

Merle: But you feel he has the upper hand. 

AliceAnn: Yeah, and 1 don't like that in the class. Department of Education said 1 
should be in charge in there. But the other thing is, he's not going to do 
anything, he won't open his book, he's back to making spitbails al1 the 
time which 1 thought he'd gotten over. We'd worked on this very, very 
hard. 

Much later in our conversation Ameiia is talking about her relationship with a student in 

her class, a student who assaulted her and against whom she fded assault charges. 

AiiceAnn makes reference to the conversation 1 have just docurnented. Again both she and 

Amelia are discussing what is best for the students and themselves. What creates the 

dilemma for AliceAnn is the place of curriculum in the classroom and her earlier reference 

to the Department of Education [now Alberta Leaming] reinforces the importance of 

what is mandated for classrooms in Alberta. 

Amelia: . . .in spite of the course that Stephen and 1 have taken, in spite of al1 of 
that, 1 stiU like him as a human beiog. 1 want good things for him and he 
knows that and that has probably caused his poor little mind to just be at a 
loss. He can't understand why 1 would charge him with assault for what he 
did and tell him he must come back in my room and 1 like him... they don't 
go together for hirn. 

AliceAnn: They wouldn't go together for me. 

Amelia: 1 think he honestly has that figured out now. 1 don't know that he could 
tell you about it but we're standing at the counter there as adversaries 
who've just come out of court and he cornes over and says, how come 
you've got to fil1 papers out? And 1 said, well 'cause 1 have to Stephen, 



they said I've got to do this. He said, well what's it for and I said, 1 guess 
they pay me for mileage. He said, you got paid to do this! And I said, no I 
didn't get paid, 1 didn't know that they were going to cover my mileage, 1 
oniy found this out this minute. But he's there talking with me and when 1 
w&ed in [to court] he talked with me. He had a very hard time in class, 
was very angry to begin with. This is why I Say [to AliceAnn] with your 
boy, let that run through for days. ... for days he would not work in the 
room. He took his tvork and he left and he went to the offke. He'd say his 
mom said he didn't have to work there and 1 just made him keep coming 
and finally he stayed. 

AliceAnn: 1 just can't bear the waste, like if àe could be happier and working 
somewhere else, there's 12 weeks of school, every single day. 

Arnelia: But I think there's a deeper learning than academic here, a more valuable 
learning than academic. 

AliceAnn: It's not in the curriculum. 

Amelia: Oh, of course not, no, but are we only going to teach curriculum? 

A l i c e A ~ :  No, but not at the expense of the curriculum or something close. 

Ameiia: Well is he a student who's dohg well? 

AliceAnn: No. 

Amelia: 1s he doing poorly? 

AliceAnn: Terrible. 

Amelia: Well, so what's he gohg lose? 

AliceAnn: Weli he'il lose even more ground. 

Amelia: So if you're a 30 and you end up a 27 but you've leamed something about 
acceptance. . . . 

AliceAnn is expressing the importance of curriculum as ritual. Amelia is 

attempting to create a curricular space for exploring the question, who am I? Underlying 

their discussion is an assumption that it must be one way or the other. Must teachers 



choose between the work that AliceAnn and Arnelia are doing? They are both 

contributhg somerhing valuable in the educational settings in which they work. 

Achwledging both perspectives would create possibilities for teachers and students. 

Conceptuaking classrooms as liminal spaces would allow for a multiplicity of responses. 

Amelîa is no longer in the same teaching position. She did not leave of her own 

volition and 1 cannot help but wonder what part her c1assroom improvisations played in 

her contract not being renewed. 

Perspective n7= Behaviour as ritual 

The following story fkom my teaching expenence (Kemedy, 1992) is one 1 have 

continued to ponder. It illustrates the embeddedness of school rituals of behaviour and the 

tension that is created when those ntuals are challengeci. On this day, the students and 1 

chose to explore the Iiminal aspect of a particular behavioural ritual, class dismissal. Our 

exploration was spontaneous and arose out of o u .  conversation over lunch. We were 

engaging in a playfid and imaginative interchange that focussed on getting the students 

f b m  the classroom to the playground. This lunch hour would have been long forgotten 

except that the rite that emerged £iom our exploration bumped up against the longstanding 

rites of school behaviour and my deference to the predominate rite was problematic for 

both myself and my students. 

. . .the boys were lingering on in the room cafter lunch] and so I said bonus 

points for whoever can get out the door and they were in a good fiame of 

mind and they were being quite jovial and Kenny went out the door and he 

wanted Adam out f ist  rather than Miles so what he did was he stood with 

his legs wide apart in the door to prevent Miles fkom getting out before 

Adam. Miles who would nomally just start crying or carrying on put on 

his coat and dived between Kenny's legs out into the hallway and of 

course Adam tumbled out after them and they were al1 out there laughing 



and carrying on. They'd had a wonderfül tïme. 1 was sittiag at my desk 

just watching. 1 had a laugh too.. . when another teacher, who 1 greatly 

respect,. . .came upon the scene and got mad at them. Oh I felt terrible, 1 

just felt so tom and didn't know what to do so 1 went out in the hall and 

said something not aice to Miles about his behaviour and 1 realized I'd 

given in a the moment, you know, and 1 felt badly about it aftenvards 

(Kennedy, 1992, p. 65). 

I did apologize to Miles for what transpired but that was done after the fact. Knowing 

differently, as 1 did in this instance, did not translate into acting differently. School rituals 

of orderly exits and silence as a marker of acceptable student behaviour predominated. On 

this day that ritual served neither students nor teacher in any meaningfül way and our 

attempt to mite a different script was immediately quashed by another teacher and by 

my knowledge of and adherence to the predominant script. 

Liminal space calls forth new scripts, improvisations that reflect a different way 

of being in the cIassroom. As a process-oriented activity it calls upon al1 members of the 

classroom to participate in the creation of new ways of being in the classroom. It is what 

my students and 1 were doing when we were 'caught' in the scripted ritual of how 

students behave in schools, more specifically, how students enter and exit classrooms. 

They were happily leaving the classroom; their exit fiom the classroom was scripted in 

the moment and made sense to them. They were doing what they needed to be doing and 

doing it in their own way. 1 was a part of the scripted scene too. 1 contributed to the 

chaotic nature of their exit with the enticement of bonus points. The process was working 

for al1 of us. It was 1 who stepped out of the lirninal space and fell back upon well 

established rituals and once 1 did that there was a different telling of what had transpired. 

Camaraderie was now bad behaviour. Happiness and laughter were now noisy disorder. 

The students with whom 1 worked had an expertise in resisting the rituals of school and, 

in part, this led to their being labelle4 behaviour disordered. Their bodies were sites of 
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stniggle, both figuratively and literally; it was all they had with which to resist. The 

success of theu struggle was determined, in part, by the support or lack thereof of their 

teacher. i do not lmow the sense they made of what happened and the result of the partiai 

support that 1 offered is unknown to me. 

How often are classroom narratives smoothed to conform to the metanarratives of 

school? 1s the story told one of a 'fait accompli' or one of ongoing questions and tensions 

with no resolution in sight? Reconceptualizing my understanding of a classroom as a 

lunuial space would provide opportunities to stay with the story of our experience and to 

explore its ambiguities, contradictions and tensions. It wodd create a space to 

conceptualize classrooms as 'raced' places; places where race and racism are 

acknowledged and studied in all of their forms. Teachers and students need to write their 

own lines and eventually their o*m plays. They can do this by taking the time to Iive in 

the spaces between their own stones and the metanarratives of their culture. The 

individuals in each classroom need to be fiee to explore, to be in liminal space so that, 

over t h e ,  teacher and students, together, can write their own lines and eventually their 

own play. 

Perspective V: My experience of liminal space 

1 was familia. with the idea of liminal space and my understanding of it serves as a 

fiamework for the development of liminality in this chapter. A fiiend and colleague, Kitty 

Stafford, introduced me to the idea of liminal space to help me make sense of a dificult 

t h e  in my We. 1 experienced job loss and marriage breakdown and the accompanying 

mental, emotional, and phy sical anguish overwhelmed any sense of the ' present' in my 

Me. Kitty helped me to understand differently and gradually 1 leamed to "live in the 

question" (Maley, 1995), a place of both pain and possibility. 

The poetry that follows was m e n  during that tirne. The words were written 

onto the page as a way of making concrete what 1 experienced largely as a physical and 



emotional response to being in liminal space. 1 wanted to be present to the expenence, to 

plumb its emotional depth rather than simply endure or deny the experience. It was a 

time in my life when 1 understood that "the mind doesn't really dwell in the brain but 

travels the whole body on caravans of hormone and enzyme.. ." (Ackerman, 1990, p. xix). 

What I experienced emotionally and sensually I have put into words. 

Threshold Person* 

1 
Worldly possessions wrapped up within the cave-like structure of a moving truck 
For a brief time 1 am held together by these cave wails, al1 that 1 have fitting together iike 
puzzle pieces, snug and secure 
It matters though that strangers' hands have created this image, when 1 enter the cave it 
fèels foreign 

Yesterday dismantled, a house almost empty 
Loneliness, sadness, powerful mernories that linger in this familiar yet strange place 
No sense of a future in the remnants that surrounds me 
Days no longer distinct, yesterday and tomorrow collapsing onto today 

II 
Attempts to work f d  
1 am in the way in my own house, how strange! 
Workmen crawl over my space, paint trays, like traps, lie in wait on the floor 

1 go eIsewhere 
A library carre1 
a smiling woman places her books beside me 
Discomfort, how is persona1 space defined here? 
Nothing is familiar anymore 
No space is mine 
1 dwell in formlessness, reacting and responding to stimuli in new ways 
Sensory overload 
Tears flow 
In need of anchoring, a place to bey 1 cail a fiiend 
hopeful of a visit 
I'm on my way out, the response 
Desperate, alone, tired, there is only one place to go 
Once the car is started, tears flow 



I drive without thinking, the familiarity of my destination enveloping me with a sense of 
place and purpose 
1 long for something now gone, a myth perhaps, yet 1 c b g  to its familiarity 
Arriving at a bouse almost empty 
Emotions disheveled 
Tears flow 

Head and heart ache 
No past to return to, no future to attend to 
Here and now, in the present, in the moment 
Lungs bursting 
Head throbbïng 
Skin cracking 
Feet cold 
Eyes blurring 
Body fatigued 
No structure to embrace me, 1 spiral into the abyss of the present 
Free falling, nothing to stop the descent 

nI 
Another tirne, another abyss 
Running fiom it, going nowhere 
Fragments of knowing confront me; see, feel, the fragments taunt 
1 steel myself, remaining numb 
In tirne, I handle the fragments 
Jagged edges cut and tear, 
rough surfaces scratch and bniise 
Too raw, emotions shredded 
1 leave the pain behind 
Alone now, the abyss engulfs me 
1 have walked out of but not into 
Ali at once 1 feel discord, harmony, fear, bravado, lonehess, connection, sadness, elation, 
despair, hope 
My body reels and collapses fiom emotions run amok 
Where am I? Who am I? 

Standing on the other side of this experïence, I look back and see my 'self in liminal space 

without the benefit of a Iiminal rite. Driver (199 1) says of divorce, "there is nothing but 

lawyers, courts, and papers.. . there is no ritual anyone c m  perform to do something about 

the couple's sense of faiIure and guilt, nor to initiate the children into their new, 



fkightening situation" (p. 4). Even with support, the joumey into uncharted temtory was 

a lonely one. The possibilities that liminal space could provide for me were only there as 

long as 1 could stay the convoluted course of the joumey. At times, 1 succumbed to the 

emotional and sensory overload. Looking back, there have been other times in my life 

when 1 entered liminal space. 1 wonder now what an understanding of liminality might 

have meant for my life/work during those times. 

Perspective VI: Story 

Liminality presents a story that is chaotic and non-linear. It is a story that begins 

without language because it is a story written on the body and experienced in physical 

and emotional dimensions. We may or may not put words around the experience. If we 

do, the words may be few and descriptive in nature so that the listener becomes aware of 

the physical/emotional/spirituaVmoral dimensions of the experience. For example, 

Elizabeth said, '4 was ok sitting there and I'm categorizing where it's supposed to fit in 

relationship to me and then we hear DP [displaced person] and Iym sitting right up" 

(1 1.18.97). She is putting words to a story that is m e n  on her body. Her response to 

what she is hearing is a physical one, she repositions herself in the chair and then puts 

words to what has happened, T m  sitting right up." She goes on to describe the pain that 

she experienced in being called a displaced person. This is an opportunity provided by 

liminal space, an opportunity to explore the dimensions of the experience, to stay with 

the story written on the body, to plumb its depths. 

Being in liminal space means telling and living a story that may or may not have a 

beginning and a middle. There is no end to the story. It is fiagmented and inconclusive, 

one that we are unaccustomed to hearing. Because it does not fit the story structures to 

which we are accustomed we usually do not 'hear' the individual who is teliing the story 

or we superimpose stones to create a sense of familiarity and therefore avoid the pain of 



the story. Morton (1985) &tes of a group of women where one wornan is beginning to 

speak, 

She told how her Me was no longer her own. She loved her children. She 

wanted them but they were there with her during every waking hour. No 

moment was her own. She wasn't herself any longer. One tear waited not 

for the next as she moved steadily, surely near the abyss. The pain became 

almost more than any of us could bear. 1 felt the women cluster closer and 

move with her down into deeper pain. . . Suddenly the wornan next to her 

turned to the woman on the other side of her and with her hand on her 

knee intemipted as she asked: "P, you have two children &o. Do you 

ever feel this way? Tell us about it.. . ." "Tell us about your expenences.?? 

. . . taJk was passed around the circle. One told of her grandmother. Another 

of an aunt who died too late to hear her story. . , .I could not bear the pain 

of having the grace a woman pleaded for intercepted by women who could 

not go through the pain of hearing another into the depths of her own 

abyss where sound is bom (p. 206). 

In the process of superimposing their own stories onto the woman's emerging 

story, they negated her experience and, while they elirninated the pain of hearing her "uito 

the depths of her own abyss where sound is bomy' (Morton, 1985, p. 206), they also 

eliminated the possibility of insight and growth. Morton's writing illustrates the point 

that the more familiar, complete stories are the ones that are told because they are the 

stories that people are cornfortable hearing. The srones told by the women in Morton's 

quote are stories told in the past tense, there is liale emotion in their telling so they are 

easier to listen to and because they are in the past there usually has been some resolution 

of whatever dilemma the story presented. They are the stones where everything works 

out in the end. 



Where do teachers and students have the opportunity to be heard to sound? Who 

will hear the stories of chaos, disruption and anger? Who will hear the stones of failure? 

The question is not, who will tell those kinds of stories for the stories themselves abound. 

The question is, who will listen? Depth hearing (Morton, 1995) requires a suspension of 

the metanarrative, be it the metanarrative of women's lives or schooling so that a new 

story can emerge. Hearing an individual to his or her own speech requires an emotional 

invesbnent. "We empower one another by hearing the other to speech. We empower the 

disinhented, the outsider, as we are able to hear them name in their own way their own 

oppression and suffering. In turn, we are empowered as we can put ourselves in a 

position to be heard by the disinherited.. .to speaking our own feeling of being caught and 

trapped" (Morton, 1985, p. 128). 

My research study illustrates Morton's point, some white teachers are caught and 

trapped in "the unraced center of a racialized world" (Wray & Newitz, 1997, p. 3). In 

classrooms, it is usuaily the students who expenence living in a racialized world and their 

experiences of that racialized world include their experiences at school. The notion of a 

racialized world is present in al1 classrooms and it c m  be avoided, denied or heard to 

speech. Conceptualizing classrooms as liminal spaces provides an opportunity for 

students and teachers to hear one another to the depths of the raced abyss. The chaos and 

confusion that might arise in such a place would be just that, chaos and confusion. It 

would not be a marker of the students' behaviour, nor would it be a marker of the 

teacher's ability to deliver curriculum, nor a inarker of her classroom management 

techniques. Sometirnes baffled and frightened, we could write our own lines and 

eveniually our own plays, imagining new possibilities for life in a classroom and, indeed, 

for life. My conceptualization of classroom space sits on paper while there are 

classrooms inhabited by students who are not heard, students whose pain and anger is 

avoided, denied and, at worst, categorized as behavioural problems. 



Another possibility that was briefly discussed by the teachers was a multicdtural 

shfE Students would corne to see different ways of being in relation and. hopefidly, they 

would have opportunities to explore difference. While this possibility sometimes exists, it 

cannot be a reality as yet because the teaching profession is predominantly white. Amelia 

is the o d y  one to work with a multicuitural staff and she speaks of the openness and 

playfulness with which difference is addressed and the bonding amongst staff members 

that such an atmosphere creates. When asked if she thinks more about her whiteness she 

replied, 

1 don't think so, 1 just am delighted that they can be so open that we c m  

play with things, no one is offended, that we highly respect them. 1 love 

the openness of it. 1 don't think it makes me think more about my 

whiteness, if anything, it gives a hi& degree of satisfaction that my 

whiteness is not fencing them in. It's not that 1 don't think about it, 1 do, 

but in a very positive kind of way (03.09.98). 

Acknowledging the racist responses of some students to the teachers at Amelia's 

school, we aiso acknowledged the possibilities that a multicultural smrnight  offer 

students when the teachers are in relation in the way that Amelia described. As AliceAnn 

said, "yyou're not getting your results today or tomorrow but in the future it'll give them a 

chance as adults to have fieedom, to not be bound" (03.09.98). 

Race and more specifically the construction of whiteness is something that 

educaton can begin studying before they enter the classroom, it does not require the 

students' presence in order to begin. Entering classrooms with some understanding of 

their raced identities, teachers would be better able to accept the challenge fiom students 

that is implicit in the words, 'you're white.' This, then, becomes the work of teacher 

education, the preparation of pre-service teachers who can acknowledge and work with 

their raced identities. 



Notes 

The reference to liminality is derived fiom Van Gennep's (1960) study of territorial passages and the 
historic "strip of neutral ground" (p. 17) that surrounded each European country. In other places, the neutral 
zones were "deserts, marshes, and most fkquently virgin forests" (p. 18). The neutral zone became 
progressively smaller unti! it existed as a "simple stone, a beam, or a threshold ... the door is the boundary 
between the foreign and domestic worlds in the case of an ordinary dwelling, between the profane and 
sacred worlds in the case of a temple. Therefore to cross the threshold is to unite oneself with a new world" 
(p. 19). 

The title is taken fkom Heilbnin's (1999) book, Women 's Lives: The View From the Threshold where she 
refers to those in iiminality as 'threshold people.' 



Divergence / Difference in Teacher Education 

This chapter situates possibilities for teacher education within two frameworks. 

The e s t  framework sets out a bnef overview of Canada as a racist country. It is 

necessary to make evident the racist nature of Canadian society because my experience of 

discussing racism varies fkom conversation to conversation. There are those who 

acknowledge racism in this country but sometimes 1 am told that Canada is not a racist 

country. The reasons for such a statement Vary. 1 am told to focus on the African- 

American experience in the United States, that's racism and you don't fmd that in 

Canada. At other times I am told that Canada is a multicultural nation and that focus 

somehow ameliorates racism. In this case, multiculturalism becomes a panacea for those 

who do not wish to look closely at the racist nature of Canada. This fiamework serves to 

situate the students and teachers in a wider, societal hnework .  

The second fiamework draws on the literature of teacher education to both 

reinforce the fïrst fkamework and acknowledge some of the difficulties in addressing 

racism in teacher education. The words of the research participants foilow to reinforce 

these two fiameworks and to contextualize what foilows their words, possibilities for 

teacher education gamered fkom our research conversations. 

Framework 1: Racism in the Canadian context 

At the histoncal level Native and non-Native look at the worid fkom 

opposed positions. Not only must they contend with persona1 differences 

in viewpoint, language, and experiences; not only must they contend with 

cultural differences in value, understandings of human relationships, and 

modes of communication; but they must contend with the worid-shattering 

difference between the conquered and the conqueror, the exploited and the 

exploiter, the racist and the victims of racism. It is this historical difference 



of perspective that demands more than "learning about each others 

cuiture." It demands that we change the world (Hampton, 1993, p. 305). 

Adams (1989, p. 14) describes Canada as having a "long history of deeply 

entrenched racism because the fur trade, operating on the basis of racism, lasted well over 

200 years. . . .White supremacy . . . became woven into Canadian institutions such as the 

church, the schoois, and the courts, and it has remained the working ideology of these 

institutions." Boyko (1998) describes three racist incidents in Canada, incidents that 

occurred in 1907, 1933 and 199 1 and states that "al1 were dismissed as aberrations in a 

normally peaceful, accommodating, egalitarian country. They were not aberrations. They 

were merely bubbles in the cauldron of racist hatred that has brewed in ùiis country 

throughout its history" (p. 10). Boyko goes on to point out that, "the Native example is 

different. Native people did not corne fiom elsewhere and thus could not be stopped 

through immigration laws and sent back.. .. Canada's Native people have sunived an 

intentional, sustained, well-hanced and cleverly executed program of culturai genocide 

perpetrated by the government of Canada" (p. 187). Like Sleeter (1 999, he problematizes 

white understanding of First Nations history. 

Codjoe's (1997) study of successful Afiican-Canadian students in Alberta schools 

identified racist attitudes, that teachers' expectations of students were detemiined by 

social class and race or ethnicity. "...Black students express the belief that White teachers 

view them as academically Serior, discourage their interests in academic subjects, strearn 

them into vocational and athletic activities, and respond to them less positively than to 

their White counterparts" (p. 187). Codjoe cites Banks and Banks (p. 188) to make the 

point that, "many teachers are unaware of the extent to which they embrace racist and 

sexist attitudes and behaviours that are institutionalized within society." 



Framework II: Addressing racism in (teacher) education 

Sergiovanni (1 994) utilized a 1 992 study of the Institute for Education and 

Transformation at the Claremont Graduate School to outline the deeper, more 

fundamental problems of schools. He pointed out that one of the fùndamental problems 

in schools centered on the lack of relationship between students and teachers. Connected 

to this was the problem of race, culture, and ciass, differences that divided students and 

teachers. 

In the 1992 study of teachers and students, students felt that teachers did not 

understand them nor like them and teachers reported they do not always understand 

students different fiom themselves. Without a sense of relationship, of connectedness, 

"fear, name calling, threats or incidents of violence, as well as a sense of depression and 

hopelessness exist.. ." (Sergiovanni, 1994, p. 19). He goes on to Say that students have an 

"intense" interest in one another's culture but that they receive M e  information on the 

subject. If teachers do not understand students different ftom themselves then it is 

understandable that students would receive little information about the cultures that make 

up a classroom. It is important to note here that white teachers must also understand 

themselves as different than their students. The problem for teachers may be more aptly 

stated as a lack of understanding of students different than themselves and a lack of 

understanding of students' perceptions of teachers. Therefore, a teacher's work becomes 

that of examining the construction of her or his raced identity and its interface with the 

many raced identities that inhabit a classroom. 

Teacher education must begin to bring to consciousness, make visible, the beiiefs 

that underlie the multitude of decisions teachers make every day, decisions that affect the 

quality of their relationships in the classroom. Sleeter (1995) reinforces the importance of 

this point. 

1 have corne to realize that they m t e  preservice teachers and inservice 

teachers] bring a well-developed wodd view about the nature of society 



and inequality which is based on their life experiences and interpreted 

through dominant modes of thought. Their world view provides guidance 

as they make decisions about how and what to teach; and it serves as a 

filter as they interpret multicultural content (p. t 7). 

Without an examination of teachers' world views or filters, misunderstanding and anger 

remain an unexamined or ignored pstrt of life in classroorns. 

The raced identities of the teachers and students are also evaded by attributhg 

classroom problems to other factors, factors beyond the control of classroom teachers. 

Gomez (1994) makes this point when she States, 

. . .new teachers working in inner cities, smali towns, and rural areas were 

more likely to cite influences outside of school as challenging students' 

ability to l e m  than were their couterparts in suburbia. Teachers working 

with students of color and students fiom low-income families were also 

more likely to point to outside-of-school Ilifluences as detrimental to 

students' learning and achievement. Taken together, these responses from 

novice teachers indicate that early in their careers, many teachers locate 

problems of learning and achievement not as outcornes of teachers' beliefs 

about and behaviors towards children in school, but as consequences of 

children's outside-of-school lives-beyond the purview of teachers, schools 

and schooling (p. 321). 

New teachers, then, are apt to reduce their understanding to a simplistic dichotomy, 

outside of school versus inside of school, a dichotomy that does not exist in reality but 

one that simplifies and makes accessible a response to ciifference. The language used in 

education today to discuss difference centres on 'at-risk for fdure'  and this language 

reinforces the point made by Gomez. The child is labelled, the child ishas the problem, 

not the schoolheacher ((Taylor, Gilligan & Sullivan, 1995). The beliefs that underlie such 

labelling are problematic because they are 
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implicitly racist, classist, sexist, and ableist, a 1990s version of the culturai 

deficit mode1 which locates problems or "pathologies" in individuals, 

families, and communities rather than in institutional structures that create 

and maintain inequality (L,ubeck & Garrett cited in Swadener & Lubeck, 

1995, p. 3). 

There is a focus in teacber education on mdticulturalism to facilitate an 

under standing of merence. How white teac hers understand multicultural education, 

however, has been problematized by King (1 994) and Sleeter (1 995). Schools celebmte 

diversity but what this means in practice, "particularly for teachers with Little personal 

experience of diversity and limited understanding of inequity, is problematic" (King, 

1994, p. 336). Multiculturd teaching is ofien reduced to food festivals, holidays, folktales 

and cultural artifacts. T h i s  approach does not cal1 into question the raced identity of the 

teacher; that conversation is avoided. Furthexmore, 

White people in general fmd it very difficult to appreciate the impact of 

colonization and slavery on oppressed groups as well as Whites; they tend 

to prefer to regard everyone as descendents of immigrants. 1 believe Whites 

retreat £iom confionting the profound impact of conquest and slavery 

because doing so calls into question the legitimacy of the very foundation 

of much of White peoples' lives (Sleeter, 1995, p. 19). 

Multiculturalism based on the immigrant experience not only excludes First Nations 

children, it denies their history. 

Perspectives on racism: Research participants 

The research participants sometimes contextualized what they were hearing/ 

seeing/feeling to make sense of the children's words and stories. The racist nature of 

Canadian society was referenced by the research participants through a description of the 

societal context in which they worked. Amelia said, in reference to herself and her 



students, "we are different. . . .they do have a different history, they do have a different 

place in Canada. They have been treated far dinerently than I've been treated. They have 

reasons why when they spew out, you're a white man that they spew it outy' (1 1.18.97). 

Elizabeth commented, "'the Native people are lucky, they have a long history, they know 

how to s e e r  the sto m... There's a whole lot of them that are on dmgs and are drunk 

but if you look in our society there's a lot of things that aren't quite nght. They are a 

peopIe with a history that they c m  draw fkorn for strength, 1 think" (1 1.18.97). 

AliceAnn7s understanding was based on her belief that, "I've always maintauied that 

everybody is racist, you really are" (1 1.18.97). She understands colour blindness as a way 

of circumventing that fact. What is important to A l i c e h  is the 'self exafnination that 

must occur, "what you do with the information that you take in.. .feelings that are Iess 

than worthy." In reference to being called a stupid white person, 1 cornrnented, ''1 

understood it as a generalized attack. 1 mean, who are you in this situation? You're 

another white person, they're in here [the school] dl the time.. .so I'm going to paint you 

with the same image 1 have of other white people. They've shared some of thek 

experiences with me and they've ex~enenced so much racism in their Iives so why would 

1 be any different?" (1 1.18.97). Throughout the research process our cornments were 

expressions of our understanding of the historical and societal context in which our Stones 

werehre situated. 

Two of the research participants spoke to the context in which they worked. 

They spoke of the importance of support for teachers as they work with raced identities 

in the classroom. AliceAnn stated that, ". . .some situations are pretty awfil for teachers. 

If you don't have the support and encouragement îo try new things you could become 

dead. . . .17m in a wonderfui school situation, any of the things 1 want to try the principal 

says, go ahead. So Iyve been able to do pretty exciting [things] . . ." (05.1 1.98). This gives 

us a clearer understanding of the curricular adaptations she makes and ber willingness to 



continually fkd new ways to bring together the students and the curriculum in a way that 

is meaningful for the -dents. Amelia spoke of working in a very isolated kind of way. 

1 do interact with other ciassroom teachers but not like you would in 

another setting. And when we run into behavioural diffi~culties we're not 

given the kind of support 1 would like to see us given. So that kind of thing 

is not there for us and yet in the midst of this.. . kind of unheaithy setting 

dl the way round o u  staffis amazing in terms of each other. 1 don't know 

that 1 would Say supportive of each other but how united we are as the 

group who works there. We certainly don? have the kind of support 1 

would like to see at our school, at dl .  So I operate, in a sense, in an isolated 

way (05.1 1.98). 

The unity of which she speaks rnay be a persona1 rather than a professional unity, other 

staffmembers rnay value her as an individud and there is no expectation of moving 

beyond that to a professional unity. She lives a contradiction, feeling united with staff and 

yet working in an isolated way. In her classroorn stones she describes the support of the 

administration when the situation in the classroom gets out of hand and the students will 

only respond to a higher authority, a gesture she describes as futile but necessary. 

Children are sensitive to their place as 'other' in the classroom, a sense of 'other' 

they may experience in their day to day encounters with other students and do experience 

with white, classroom teachers. My research indicates that a focus on the raced identities 

of teachers is a starting point for a classroorn focus on differenceldivergence. Yet, where 

do teachers have the oppominity to tell their stories? Who listens to the difficult stones 

that teachers live and tell? How are these stories relived and retold? Where do preservice 

teachers have the opportunity to work with stories of teaching, to make connections 

between their own life stories and those of the storytellers? Acknowledging the life 

stories that we b ~ g  to our work as educators would initiate a focus on the raced 

identities of teachers. 



Perspectives on racism: P r e s e ~ c e  teachers 

Hampton (1993, p. 265) States, ''there is no question that one fimdarnental 

educational need of Amencan Indians for the future is the training of Native persons as 

teachers and administrators." The reality is that First Nations children are Iargely taught 

by white teachers and a change in that demographic will corne slowly. For First Nations 

children who live in urban communities the change in that demographic may not occur. As 

1 mentioned in my opening letter, when 1 began a conversation on the topic of teaching 

First Nations children I was usually referred to someone fiom a First Nations community 

and the conversation was avoided. There is a parallel in teacher education; preservice 

teachers sometimes indicate that they have no intention of teaching in northern 

comrnunities or on reserves and therefore the need to address issues relating to teaching 

First Nations children is of little siWcance to their program of snidies. This plan is 

based on inaccurate assumptions. "About one-fifth of Abonginal people, or 17 1,000 

lived in seven of the country's 25 census metropolitan areas in 1996-Winnipeg, 

Edmonton, Vancouver, Saskatoon, Toronto, Calgary and Reginayy (Statistics Canada, p. 5). 

In Edmonton, the total Aboriginal population in 1996 was 32,825 representing 3.8% of 

the city's total population. It is also dangerous to think that, because one is not working 

with First Nations children, it is not necessary to examine what it means to be a white 

teacher. 

Too often we pour the energy needed for recognizing and exploring 

difference into pretending those differences are insurnountable barriers, or 

that they do not exist at ail. This results in a voluntary isolation, or false 

and treacherous comections. Either way, we do not develop tools for 

using human merence as a springboard for creative change within our 

lives. We speak not of human merence, but of hurnan deviance &orde, 

1984, p. 115-1 16). 



From my experience, the idealism of p r e s e ~ c e  teachers sometimes precludes an 

understanding of clifference as necessary to their work; it is not their classrooms that will 

experience the chaos, confusion and disorder that accompany the examination of 

dBerence/divergence. In their idealisrn they do not see that they, too, are situated in a 

larger cultural context and that systemic racism does not stop at their classroom doors. It 

is writ upon aZZ the bodies that enter their rooms. The stories told by the participants are 

not easy stories to listen to but they do represent something of the reaiity of teaching. 

They are not stories where everything works out in the end. To make that the focus is to 

negate much of the work that teachers do. Stories are ongoing, understanding is situated în 

the retelling and reliving of the stones. Stones are "what we all carry with us on this trip 

we take, and we owe it to each other to respect our stories and learn fiom them" (Coles, 

1989, p. 30). 

Possibilities for teacher education 

Students and teachers bring to the classroom their socially constnicted, raced 

identities and while stories of difTerence/divergence, diversity/racism rnight be evaded in 

other places, in classrooms students express their feelings and sometimes name thern. 

Schools also serve to shape identity and students respond to both the process and the 

content such that understandings of race are inextricably linked to school. How will we 

work with these stories? Will teachers tell their stories? How will they tell those stories? 

In classrooms that have become increasingly diverse many children experience difference, 

racial ciifference, and some of the children understand that experience as racism. 

As 1 began the research study 1 acknowledged that, T m  also interested in the 

process of how it is we begin to corne together and share stories and 1 don't know what 

that's going to look like.. .how is it you bring into the classroom a discussion about race, 

class, gender and sexual identity . . ." (1 0. 28.97). The participants' contribution to the 

process caanot be overstated. Their willingness to journey with me created oppomuiities 



within the process itself that 1 could not have foreseen. That is the fxst lesson I leamed 

about the process itself, it needs to be open-ended. There need to be opportunities for 

everyone to speak but more than thaf there need to be oppomuities for input into the 

process. There are two suggestions that the participants made. 

They began to t a k  about the makeup of our hi& school classes and we 

decided to bring our yearbooks to our next meeting to see just how 'white' 

our classes were then. Then one or the other mentioned religion. 1 spoke 

bnefly about religion/spirituality as part of identity and how that had been 

mentioned at my proposa1 session. They both agreed that it was a part of 

who they are. Well at this point 1 mentioned that 1 had just tunied off the 

tape recorder and let's have this discussion next tirne. We laughed about 

how we always do this and then I have no record of the conversation 

(Field notes, January 13, 1998). 

The discussion on spirituality created, for me, a more holistic sense of 'self for each of 

the participants. How each woman understood the presence or absence of spirituality in 

their lives came to be an important foundation of each one's teaching practice. The 

insights they provided by routing our conversation in + ~ s  way were invaluable. Secondly, 

o u  evening reminiscing with our school yearbooks was both informative and fun. Our life 

stones on thîs occasion came to life in the pictures on the pages of our yearbooks. The 

stories of career paths, boyeends, clubs, academics, and hairdos gave each one of us an 

opportunity to know more of each other. It also opened our eyes to that which we had 

not recognized at the t h e ,  the raced identities of our classrnates and teachers. 

Looking back, 1 realize that in our beginning it was important to let the 

conversation start where it needed to start. 1 knew what 1 wanted to explore but 1 didn't 

have the exploration mapped out and the open-ended nature of our meetings provided 

some difficult moments for me, 



The conversation in which we engage feels to me iike it is al1 over the map, 

we are touching on all of these components of identity [race, class, gender, 

sexuality] and I thïnk it is too early to narrow the conversation. At the 

same tirne it is clear that each woman knows me well enough not to be 

intirnidated by the direction 1 might or might not be giving-it is seen as one 

more contribution to the conversation. Their overarching concern is 

whether or not 1 am getting what 1 need for rny research (Field notes, 

November 18, 1997). 

Our first conversation began with a discussion of story, "in the Solomon islands they 

have a verb, to story, and it just shows how important that activity is; you don't tell 

stories you get together and you story" and a discussion of responses to stories, "1 fmd 

when people listen to [my stories] 1 react to some of their comments about them because 

they're only hearing a piece of the story and they don't have the full context.. ." 

(10.28.97). From here we moved to telling stories and one story led to another. Their 

thoughtfulness as they, too, constnicted meaning of our conversations created multiple 

layers of meanhg in the field texts. What they shared and the meaning they constructed as 

they connected the stories together created a base of shared meanhg fiom which we could 

work. In retrospect 1 think that had 1 been more directive in the beginning 1 would have 

narrowed the conversation such that there would not have been a place for their input into 

the process. The time it took to 'set up' our discussions was time well spent. It provided 

a starting point fkom which we could work and created an oppomuiity for each 

participant to take part in mapping our journey. 

Our discussion of spirituality exemplified strong differences amongst the 

participants. Each woman had an opportunity to speak, no one was cut off or dismissed 

but there were questions and more questions based on differing interpretations of the 

issues we discussed. This was also true of our conversation on how we did/did not 

acknowledge difference in our classrooms. Their passion for their work was evident. It 
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was important to stay with the conversation, to allow the passion to ernerge, to work 

with merence amongst ourselves. 

As 1 look back on our conversations 1 am wondering now ifthe space in which we 

worked was a Iiminal space. We were working in an unfarniliar, partially formed space 

where familiar understandings were sometimes made unfamiliar. Out of a blending of our 

resonance and dissonance has corne another way of thinking about teachers' identities and 

their interface with classroom practice. 

When we began to share stories there was an atmosphere of mutual respect and a 

willingness to stay with the story, to understand its connections to life stories and to 

cultural/mstitutional narratives. Diversity/divergence are complex, mdtiiayered concepts 

that often reside in the taken for granted of our experience. The convergence of our 

conversations, after the fact, with the guidelines set out in the journal article, "Honouring 

What They Say" (1995, p. 153), exemplifies the participants' wilIingness to talk about 

racism in order "to break higher education's long silence on racial issues." 1 see the 

guidelines exemplified in the following ways. 

Communicating uncertainty was sometimes the way in which we began our 

conversations. Or one person's certainty was sometimes juxtapositioned with motlier's 

certain@ and the dissonance between the two points of view would create a temporary 

uncertainty as we explored the various points of view. What mattered was the willingness 

of the participants to stay with the uncertainty that arose out of differing points of view, 

not to seek resolution but to be more cognizant of differing points of view. This relates to 

the second point, "listen without judging." In our conversations we listened and then 

responded. The purpose of the response was two-fold, to seek clarification and to set out 

a difTerent point of view. This would continue until each participant had been fully heard 

and then the conversation would proceed, usually to a different topic. If silence was the 

response it was respected. When the response was an emotional one, that too was 

respected. Our differing viewpoints were taken seriously by each participant and the goal 
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in our conversations was to understand the foundation upon which those viewpoints 

were based. Our conversation on spirituality exemplified these two points. W l e  we 

didn't agree with one another's viewpoints we came to understand on what those 

viewpoints were based. As Amelia commented, "[my world] operates the way it operates 

but yours operates in an equally unique fashion and one is not lesser or greater and that 

always is so mind boggling. 1 find it's such a peacefiil place to be in now. I'm not irritated 

by those differences.. .d l  those merences corne together and make a more picturesque 

whole" (O3 -09.98). 

The participants did not fear the label racist and understood the racist nature of 

our society. Their experience of racism, in part, arneliorated their fear of being labelled 

racist; it was as if they had travelled a fidl circle and were now able to stand outside of 

that circle and see it as a whole. The research participants did not equate 'rninority' with 

'problems.' They worked with a complex understandhg of their students' cultural 

backgrounds. In their curricular work and in their conversations both in and out of school 

they worked with this complexity, refushg to work 1Mth more sirnplistic notions of us 

and them, right and wrong, minority and majority. 

Story in teacher education 

Connelly and Clandinin (1994, p. 158) state that, "stories are central to teacher 

education and to the improvement of schools." Both telling one's stories and listening to 

others' stories create the possibility that 'Yhe horizons of our knowing [will] shift and 

change as we awaken to new ways of 'seeing' our world, to dBerent ways of seeing 

ourseives in relation to each other and to the world" (Connelly & Clandinin, 1994, pp. 

1 54- 15 5). 1 commented at ow first research meeting, 

1 have worked with each one of you in some way and 1 know that when 

teachers try to figure out what's happening in their classroom and make 

meanhg of it they're often telling a story of something that happened in 



their classroom to another coileague or to somebody outside the school 

setting.. .for me, using narrative is very powerful in teacher education 

because other people's narratives inform our own in some way. We could 

al1 read the same one and be i domed  differently. It also gives us  a sense of 

the importance of our own narratives, our own stories.. .they help us to 

understand where we're headed, where we've been, where we are.. . 

(10.28.97). 

The children in the participants' classrooms told stories and the teachers told 

stones and collectively those stories reveal some of the ways in which "racisms have 

inflected oudtheir identities" (Srivastava, 1997, p. 121). The challenge that the stones 

present is one of examining those racisms and then integrating that examination into the 

retelling and reliving of the stones. 

Dialogue between and amongst those in relation is the basis for such storytelling. 

The elements of "reflective self-analysis" (Banks, 1997, p. 85), identification, 

examination, and reflection upon attitudes toward different ethnic, racial, gender, and 

social-class groups, aise out of the relational contexts of classrooms. Speaking fkom a 

historical perspective AliceAnn commented, "in any t ime that 1 know it's been someone 

else fkom another group who's helped. You just can't do it on your own. There has to be 

an element of bonding, CO-operation, or else you don? have the vision" (04.06.98). The 

point she makes aiso relates to classroorns. The interdependence of al1 members of a 

classroom is built on bonding and CO-operation and that sets a framework for examining 

racism and a movement toward change. 

Implicit in the relational dimension of classroorns is the structural dimension of 

schools, embodied, taken for granted, and serving to both shape and limit our responses to 

one another. Who we are, the life stories out of which we clairn an identity, dong with 

who we are in the classroom, teacher and student, serve to set parameters on dialogue. It 

is through ccreflective self-analysis" (Banks, 1997, p. 85) that we come to know 
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something of our own perceptions of others. We need to take this a step M e r ,  into the 

classroom, because who we are in a school context, how we are in relation with others in 

the school, sets boudaries on our conversations. Sorne understanding of who we are as 

teacher and student is necessary to facilitate dialogue. It is not enough to know one's own 

perceptions of teacher and student for our knowing is steeped in societai metanarratives 

of teacher and student and those metanarratives act implicitly and explicitly to h e  

what we Say and what we hear. The structure of schooling also works against such 

dialogue, fiom the scheduling of a school year to the development and irnplementation of 

curricuia, While the task is damting, it is elemental to our work in classrooms and 

elemental to building a just sociev. 

The participants' stones provide exemplars, stones to share with p r e s e ~ c e  

teachers as a way of to begin 'kflective self-analysis" (Banks, 1997, p. 85), to begin 

exploring raced identities in classrooms. Paley's (1979, 1995, 1997) stories also set out 

exemplars for study. "My luggage had "liberal" ostentatiously piastered al1 over it, and 1 

thought it unnecessary to see what was locked inside" (Paley, 1979, p. xiv). She examines 

identity and its place in classrooms by telling stories of her classroom. Many voices 

intemiingle, teacher, students, colleagues and parents, to explore identity and its place in 

classrooms. The connections made with these stories create avenues for fbrther study. 

Beginning this way gives students an oppominity to 'see' reflective self-anaiysis before 

moving into the sarne. A student in one of my coliege classes said to me, after reading 

Paley's (1995) book Kwaanza and me: A teacher 's story, '3  never thought about that 

before." She was referring to race relations in classrooms. In a discussion about the 

purpose of this book, Paley asks a colleague, What do you think is the value of this book 

I'm writing?" The response, Yt's al1 about dialogue, isn't it?. . . You are encouraging the 

dialogue, not necessarily the answers, but the dialogue" (p. 140). 

Grappling with our culturally constmcted identities as teachers and teacher 

educators (hooks, 1990, 1993; King, 1994; Wray & Newitz, 1997) is one of the ways we 

160 



can use humsul difference as a springboard for creative change in classrooms. This work 

can begin in the classrooms of presenlce teachers. Becoming aware of the fears, 

prejudices, apprehensions and expectations that influence our work will interrupt 

dysconscious racism (King, 1994, p. 338) and question white noms, white pnvilege and 

white superiority (McIntosh, 1989; Lynn, 1994). Addressing the responsibiiities of 

teacher educators, Greene (1978, p. 54) refers to "a tendency to present an unexamined 

surface reality as 'natural,' fundamentally unquestionable.. . to overlook the conshwcted 

character of socid reality." Her response to this tendency is "the creation of the kinds of 

conditions that make possible a critique of what is taken to be 'natural,' of the 'fonns of 

illusion' in which persons feel so 'cornpletely at home,' no matter how alienated they are 

or how repressed" (p. 54). 

Thinking about the work that is required, we must aiso think about the nature of 

the space that is required to do that work and what this work means for those who 

inhabit that space. Like Srivastava (1997), hooks (1994) explains, 

to some extent, we d l  know that whenever we address in the classroom 

subjects that students are passionate about there is always a possibility of 

conûontation, forceful expression of ideas, or even codict. In much of my 

writing about pedagogy, particularly in classroom settings with great 

diversity, 1 have talked about the need to examine cntically the way we as 

teachers conceptualize what the space for leamhg should be like @. 39). 

Conceptualking university classrooms as lirninal spaces provides a space for such 

work and story provides a way of beginaing. Working with(in) stones offers teachers and 

students an opportunity to move beyond the pale and imagine possibilities for working 

with raced identities in schools. 



A Reflective Turn 

Moments of reflection, not always moments of cornfort, to be sure, but moments 

of insight, moments when 1 understand the ciifference, for me, between then and now; 

then being 1990 when 1 started to ponder the question ofraced identities and now being 

2000. In moments of reflection, like Pratt (1991, p. 291, "1 have a constant interior 

discussion with rnyseE, questioning how 1 acknowiedge the presence of another, what 1 

know or don? know about them, and what how they acknowledge me means. It is an 

exhausting process, this moving fiom the experience of the 'mknowing majorityy (as 

Maya Angelou has called it) into consciousness." I am leamhg a different way of looking 

at the world, a way that questions not what 1 see but rather how 1 see. And how do I see? 

Thrice-Born 

1 am at the end of my writing, not the end of my work but the end of the writing, 

and my writhg has provided a unique entry point into my experiences. They have 

become, at once, familiar and Unfamiliai. and I sometimes struggle to give voice to the 

juxtaposition of the farniliar and the unfafniliar. It is as if am perpetually off balance, such 

that nothing is as it appears. 1 see differently. 1 do not fully understand what is happening 

but in reading Turner's introduction to Myerhoffs (1979) book, Number Our Dnys, I 

think I have found an explmation. Turner refers to Srhivas, an Indian anthropologist, 

who urged anthropologists to seek to be thnce-bom. Turner explains thrice born. 

The first birth is our natal origin in a particular culture. The second is our 

move fkom this familiar to a far place to do fieldwork there. In a way this 

could be described as a familiarization of the exotic.. . . The third birth 

occurs when we have become cornfortable within the other culture.. .and 

turn our gaze again toward our native land. We find that the familiar has 

become exoticized; we see it with new eyes (p. ix). 



1 am not an anthropologist. However, working with First Naticas children was an 

introduction to another culture and while 1 cannot Say 1 know that culture like an 

antfiropologist might 1 do know that through my teaching and research 1 have learned 

something of that culture. And what 1 have learned, however rudimentary, has dlowed me 

to tum my gaze back on the familiar and to see the everyday of my Life with new eyes. 

Being 'Vince-born" turns the researcher's gaze to where it began, fkst birth, the 

researcher's paaicular culture. In my work, the students tumed my gaze back to the 

culture of my first birth and that has continued through rny writing and research. Tumer 

writes that those who are C'thrice-bom" are "in the best position to become the 

'reflexivity' of a culture" (Myerhoff, 1 979, p. x). 

Perhaps my body's imbalance is an acknowledgement of being "thrice-born," it is 

the physical manifestation of the collapsing barriers "between self and other, head and 

heart, conscious and unconscious, history and autobiography" of which Turner writes in 

his foreword to Myerhoff s (1979, p. ix) work. My work has created, for me, a new way 

of being in the world that expresses 'lthe vital interdependence of these and other 'mighty 

opposites' " (Myerhoff 1979, p. ix). 'Mighty opposites' present themselves at the most 

unexpected of times. 

Reflection 1: In the parking lot 

During the course of my research 1 moved fiom a bedroom cornrnunity to a more 

central part of the city. 1 do not live in the city centre but I have easy access to it and 

regularly walk through the downtown core on my way to nom work. The easy access 

1 have to the city's core also provides easy access for residents of the city's core to the 

neighbourhood in which 1 live. 1 have met numerous street people in my and their travels. 

I have been approached many times for spare change, wallcing on the street, at the grocery 

store and at the bus stop. 1 have watched individuals sort through my neighbour's garbage 

looking for bottles. Individuals with their grocery carts fidl of possessions are also a part 



of the streetscape. Whatever scenarïo may present itself, my reflections focus on the 

encounter. 

It is a winter evening and 1 have just left the warmth of the grocery store and am 

busy loading the bags of groceries into the tnink of my car. Someone is approaching me 

on my right. Any spare change? 1 look up. He is of First Nations ancestry, I'm not sure 

of his age, dressed w d y  like SU many others that night. 1 cannot help wondering about 

him as a child. Who was his teacher in grade four? Did he have a sense of himself then as 

someone who would be asking for spare change in a parking lot on a cold, winter night? 

He attempts to load the groceries into my t d  but the task is nearly complete so he 

accompanies me as 1 return my cart, the conversation more of a banter now. Cart retumed 

he is about to leave the parking lot but not before he offers me his mittens, beautifid 

mittens made from deer hide. Why is he offering them to me? 1 had no spare change. 1 did 

not take them, telling hùn that he needed the mittens for the months of cold that remained. 

1 am surprised by the turn our conversation has taken. Zt feels personal. We part ways, he 

headed towards the street, 1 headed to another store in the strip mall, still wondering why 

he offered me the mittens. Inside two young men approach me, asking if that burn was 

bothering me, ùireatening to do him harm. 1 had seen them earlier w a b g  through the 

parking lot, watching our conversation unfold. 1 was offended by their remarks. They did 

not know why 1 was approached, they w-ere making an assurnption based on skin colour. 

He could have been an individual who w-as a part of my life, a fnend perhaps. In the 

moment, 1 did not know how to respond. Their arrogance was offensive and somewhat 

threatening, their assumptions racist. Standing in the aisle, where would 1 begin? What 

would 1 Say to them to d e  them understand? 1 explained that 1 was not in any danger, 

that we had a conversation and went our separate ways. 1 wonder about my inability to 

be assertive, to speak directly to their assumptions. 1 arrive home exhausted. It is the 

feeling 1 have after each encounter with a street person, a mental fatigue that comes fiom 

fighting the stereotypes that exist in my head, looking instead for the person buried 
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beneath the stereotypes. Sometimes I win the fight and feel exhilarated-like the time 1 was 

asked to dance at the bus station. It was my lopsided gait as 1 moved on ice and o w  

mutual attempt to get around one another on the sidewalk that prompted his invitation to 

dance. We laughed together but didn't dance, now 1 wish we had Like Pratt (1991) 1 

wonder how he saw me, and how he saw me seeing him. Questions, always questions. 

h s w e r s  are sometimes f o u d  in relationships. 

Reflection II: On the train 

The events of last night still fiesh in my mind, tears welling as 1 begin to write. I 

know I'm tired but there is more to it than that. Serendipity perhaps, a gift given when 1 

most needed it. Heading home fiom work, wondering about my teaching practice-at the 

end of class 1 had given my students an ùistnictor/course evaluation form. What sense do 

they make of the semester? What sense will 1 make of the sense they make of the 

semester? Hopitig against hope that 1 get to the bus stop in tirne, missing the bus, being 

approached for spare change, panicking at the whereabouts of my house key, aniving at 

the train and panicking about the whereabouts of my wallet. Fatigue, doubt, panic, 1 am 

about to explode. 1 wonder what other people at the train station see when they look at 

me. Do I appear as 1 feel, fiagmented and about to disintegrate? Does my body act as a 

bilIboard, my anxiety and agitation writ large for al1 to view? My effort to control this 

descent into mental rupture seems to be working. I decide to wait for the train because my 

need to get home is paramount. And then, in a moment of serendipity, 1 am lified out of 

this emotiond abyss. 

Sitting on the train, 1 watch the other passengers board. A tdl, young man looks 

familiar, can it be Dennis? He looks at me and looks again. He smiles and opens his amis. 

It is Dennis. 1 get up and walk towards him and we hug. Seated, we talk. He is an adult 

now and a father. 1 meet his son and his partner. His brother is with him, too. He 

introduces me as bis grade four teacher, it has been nine years, almost to the day, since 



Dennis md 1 first met. It Iias been a few years since we last spent time in conversation. 

We are happy to see one another and at the end of our joumey exchange phone nurnbers 

so that we can once agaîn keep in touch. 

He is a student who was in my thoughts as 1 wrote this dissertation. Much of his 

story is now woven into mine. 1 learned and continue to learn fiom him. What matters is 

our presence to one another, the genuine regard we have for one another. We may waik 

different paths but our paths do intersect fkom tirne to tirne and those moments, inside 

and outside the classroom, have made a difference for me and for one of my students. The 

profundity of that Merence in my life is made evident in this dissertation. And meeting 

Demis la* night reminds me that he and 1 are both Learning dong the way, leaming that 

occurs in the unlikeliest of places. 

Reflection III: At the gym 

We are not responsible 

for personal items 

left in the facility 

Tired of the statistical figures that flash on whatever machine E have chosen for a 

cardio-vascular workout, 1 look up. It is the same every time. I glance around the roorn 

fkom my perch on the second floor and soon my eyes rest upon the sign 1 have replicated 

above. To p a s  the t h e  1 ponder its meaning for my work. Persona1 items in the gym 

refers to paraphemalia such as a water bottle, ID card, keys or an article of clothing. 

According to the sign, the owners of said items are responsible for them. 

Who is responsible for the personal items left in the classroom? Who is 

responsible for the pieces of self found under desks, inside lockers, at the back of cubbies, 

hanging fiom the ceiling, attached to the walls? What sense is made of those pieces? What 

pieces of selfwill the children hear in my words, behind my words? What pieces of self 



will the children see under my desk, in my gaze, packed in my lunch? Our responses to 

these personal items as weil as the personal items thernselves identm us to one another. 

As we engage in conversation, we are working towards a negotiated meaning of our 

personal items. It is in relationship that we take shared responsibility for personal items 

left in the facility. 

L o o b g  back 

"If 1 had known what you were experiencing 1 codd have helped you out." Amelia 

made this comment after reading a draft copy of the research text. It is a powerful 

statement for me because it speaks to her willingness, within the context of the school in 

which we were working, to engage in conversation on the topic of raced identities. I can 

only begin to imagine the possibilities that would have been available to b ~ t h  of us and to 

our students had we engaged in such a conversation. Simply stated, her statement serves 

as a premise for much of this work. She is acknowledging the unportance of an 

individual's We stories and the importance of sharing those stones to create possibilities 

for retelling and reliving them. 

Looking forward 

"This would be useful for people to read because our classrooms are so 

multicultural now." Elizabeth's comment after reading a ciraft of the research text focusses 

on a point beyond the fiamework of the research as she identifies the need for such 

conversations in dl classrooms because of the changing demographics in Canada. In one of 

our research conversations we explored the changing demographics in Canadian 

classrooms and what that meant for o u  own children and for ourselves. 



In conclusion 

It has been my privilege to work with the three teachers in this study. They have 

stayed a long and somewhat convoluted course to be with me as 1 cornpiete this work. 

Much has happened in al1 of our lives as we joumeyed together. Their cornmitment to 

this work has touched me in ways 1 find dificult to describe. They have provided both 

intellectual and emotional support to me over the years of our work together. Their 

responses to reading a draft of the research text m e d  for me the need for such work 

and 1 am graîefül for their enthusiastic support that has, in large measure, fùelled the 

finishing of this work. 

The iast word belongs to the participants. For me, their words surn up my own 

feelings about the work we have done together. The words speak poignantly to the 

process in which we engaged and, in this instance, do not need identification. They 

represent something of dl of our feelings about the work we have done together. 
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