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Abstract:

This dissertation documents an action-oriented;laased doctoral study that
used popular theatre to investigate graduate stsidexperiences at the University of
Victoria (UVic) in Canada. The research questidtsashat are the contradictions
between the welcoming multicultural discourses ani&ia and the experiences of
international graduate student§his question is explored with a total of twenby+f
graduate students, representing fourteen countnesiding Canada, and ten departments
across campus. These students participated invpdik, interviews, focus groups, in-
depth theatre workshops, and a public performantitesl, UNSETTLED.The process
of creating interactive forum theatre with six guate students and one student’s infant is
outlined in depth, as is performance at UVic on &aber 8, 2006. The community impact
of UNSETTLED and the researcher and actors’ legrhi@aling experiences are highlighted.

The key contributions of this research are prakttbaoretical, and
methodological. Practically, this research contelsuo the ongoing dialogue and

concrete efforts around already identified chalengf internationalization. The outcome



is an entirely student-driven effort that is uniduath in content (due to the graduate
student perspective represented) and in form (thedtheoretically, this research
contributes to the areas of transformative learaing intersectionality. These theoretical
insights reposition the ‘international student’frdeing a person solely in need of
services, to being one of many potential agenthahge. An intersectional analysis
points to a need to simultaneously address thesiw&ruggles of other graduate
students, staff, administrators, and faculty in@asingly globalized universities and
communities. Methodologically, this studypresses the catalytic and dialogical power of
the intersection of research with art, educatiommunity development, and activism,
contributingto the fields of both arts-based research andactieented, participatory

research and the places where these overlap.
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All the world’s a stage,
And all the men and women merely players;
They have their exits and their entrances,
And one [woman] in [her] time plays many parts.

~ Shakespeare, As You Like It

Act vb 1: to perform by action esp. on the stage
2 : to take action

(Merriam Webster)
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| was falling in love with magic.
~ Amy Rubin, Vancouver Island Artist

(Formerly a Researcher in Psychology and Epidemiglo

Xiv
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Frontispiece: Epistemology of a Record Collectitie, Opening Act

SIDE A:

Over the last five years | have been exploring the mountainous territory of Academe, an
inter-national traveller of sorts, with a doctoral student visa. My quides for this expedition—
people called Academics, or the more powerful ones called Committee Members—have
generously been trying to acculturate me to the norms, values, beliefs and practices of their
land. One of the rituals they have shared is a practice called naming your Epistemology. I have
encountered this ritual a few times now and, from what | can gather, the objective is to search
through the literature written by the ancestors of this land to discover which of them have

written theories about knowledge I believe to be true.

Although I try to engage with an open mind and a sense of cultural relativism, this process of
discerning how | know what | know according to what has been sanctioned in the land of
Academe is still a somewhat foreign process to me. The implicit message is that knowledqe is
created in this land and somehow radiates outwards into the experiences of hinter-
communities, families, and individuals. | have always assumed this flow of knowledge to be

more reciprocal sharing between Academe and other lands.

My guides on this journey knowthat many theories of knowledge exist elsewhere. It seems,
though, that the long and arduous process of obtaining Academic Citizenship (indicated to
others by the letters p, h, and d) makes other Academics more apt to defend this ritual—a

sentiment | am beginning to understand as my visa is nearing expiration. Perhaps, some
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people have forgotten the knowledges of the lands from whence they came, or else they have
replaced these with the knowledges accepted here. Others and still ‘Others’ have had their own
knowledges Validated and Credentialed, a process | have noticed is sometimes ridiculed and

possibly feared by some inner circle members of the Faculty Club.

A few years back, during a late night shopping errand, | was pondering this dilemma when
somewhere midway along the soup aisle I unthinkingly burst into song in unison with the

z,

overhead speakers: “you can spend all your time making money... vou can spend all your love
making time.” In that moment, | knew something to be true. You see, | was not told about

the wonderings and wanderings of Western Academic philosophers at my mother’s breast.

Instead, | was brought into this world in the presence of my parents’ Record Collection.

SIDE B:

| remember the exact location of this collection in the nineteen forties-style, stucco-covered
Vancouver rental home where I lived until | was eleven years old. Walking into our home, just
past the piles of rubber boots, second-hand coats and cross-country skis in our entrance, you
could immediately see the bamboo-blinded front window of our living room. This window
overlooked West 33rd Avenue—the street where | learned to ride my training-wheel-
equipped, rusty red bicycle and the same street that, in the springtime, turned pink with cherry
blossoms. Aqainst the eastern wall rested our sagging but cozy, brown and beige, paisley-print
foam couch. Directly opposite the couch, the western wall hosted a rea/fireplace surrounded
by faded taupe and yellow tiles with a mantelpiece and oversized mirror above. On that

mantel sat a family heirloom: an antique, ebonised wooden clock, which, as much as I wound
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it, never did work properly. (In fact, it was prone to chiming at obscure moments of the day,
particularly, | recall, after I had been playing with it.) Then, to the right of this fireplace, below

a small hexagonal window, under a stained-glass lamp, in the corner of the room sat... the

treasured Record Collection.

The cabinet that housed this collection, and upon which sat the Record Player, was made from
1" by 3" planks of yellow pine. The two doors slid back and forth along grooves carved into
the front of the cabinet and could only be pushed open to one side or the other. Finding my
record of choice in this cabinet required careful manoeuvring of my little arms. If my record
was not on one side of the cabinet, | would have to place one hand between the last two
records | could see, while gently sliding both doors over and reaching my other arm around
until my hands met in the middle. With my other hand in place, | could then push the doors

aside with my first hand and continue flipping through the dog-eared cardboard covers.

I spent hours in that Site of knowledge discovery. Sitting on the floor in front of that cabinet |
learned the connection between the colours, images, and faces on certain album covers and
the sounds of my favourite songs. In the same way that | later learned to use the index of 3
book, I remember learning that each concentric circle in the vinyl meant the beginning of a
new song and that, with a steady hand and accurate referencing and counting skills, | could
place the needle at the exact point where my desired song began. | remember being
indoctrinated into the ritual of wiping away dust and fingerprints from the album by pouring
a few drops of record cleanser into the back of a velvety brush and then applying gentle

pressure with the brush on the spinning disk.
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I didn't just learn the workings of a record player in that Site, however. When I acquired new
forms of literacy, I also learned the difference between A Side and B Side, which songs could
be found on each, and how to gain a greater awareness of the song-writer’s intentions, instead

of only my own interpretations.

For example, wearing my favourite blue dress while spinning in circles and waving my hands in
the air, | was certain that | was

The double with the blue dress, blue dress

Double with the blue dress on!
Until I read Bruce Springsteen and the E Street Band's rendition of this song and they
convinced me that, in fact, | was

The devilwith the blue dress, blue dress, blue dress

Devilwith the blue dress on!
As | was not raised in the Christian faith, that realisation was not as devastating as it might

have otherwise been!

While not explicitly Christian, many of these songs did contain specific social and cultural
values. Protest was a recurrent theme, although many of these songs’ teachings only became
relevant in the context of my own life.

And it's one, two, three

What are we fightin’ for?

Don't ask me | don't give 3 damn
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Next stop is...

Well, Afghanistan has more meaning for me than Vietnam ever did.

(Country Joe & the Fish)

At times during the summer months | was towed in a wagon to hear some of the songs from
the Record Collection live at folk festivals. At these conferences I learned that music was not
only a means of conveying knowledges about the world, but also a means of inspiring people

to come together and work for change.

Listening to these records as a child | also absorbed many messages about love, which had
little significance until someone broke my dramatic teenaged heart:

Now come on, come on, come on, come on and

Take it!

Take another little piece of my heart now, baby

Break it!

Break another little bit of my heart now, darling, yeah (Janis Joplin)

Then, moving on from this first love | found solace knowing that
Life don*t clickety-clack
Down 3 straight-line track
It comes together and

It comes apart (Ferron)
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And the next few times around | tried another strateqy
All I really, really want our love to do
Is to bring out the best in me and in you too...
Although | am still challenged in finding a balance between
Oh | hate you some, | hate you some
I love you some
Oh I love you

When [ forget about me (Joni Mitchell)

Over the years | have also filtered other kinds of struggles of the heart through the messages
in these songs. During the process of my parents’ divorce some of our family’s assets became
liquidated in order to pay for years of leqal fees. One of our so-called assets is the small cabin
my parents built (my father through the labour of construction and my mother through the
labour of child-rearing) in the woods just off the power line road that runs along Anderson
Lake, BC. Having lived in cities most of my life, this is the only Site of Knowledge where |
know the smell of the earth, the depth and sound of the creek during specific seasons, and the
cyclical growth patterns and colours of the surrounding plants and trees. This land holds deep
spiritual and emotional value for me and for all members of my immediate family—a

relationship that cannot be described using rational lanquage.

When the possibility arose that this land and associated knowledges might be liquidated, the
only words that held meaning were

| have dreamed on this mountain
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Since first | was my mother’s daughter

And you can't just take my dreams away — not with me watching
No you can’t just take my dreams away — without me fighting
No you can't just take my dreams away (Holly Near)

We still have access to this Site of Knowledge, for which I am thankful.

Over the years, | have begun to wonder about other people who share a connection, perhaps
an even deeper and longer historical connection, with this land. As the cabin we built is
midway between the places | have learned to call D’Arcy and Seton Portage, | do not know
whether it is in In-SHUCK-ch N'Quat’qua or Lillooet territory, or both, but | do know I need
to find out. In this way, the teachings of love that emerged partly through song have become

more universal.

Thinking about my own struggle on this land in the context of the surrounding Treaty
Negotiations, | have become astutely aware that many albums were missing from my parents’
Record Collection. As | have come to understand the limitations of many Academic
forefathers, | can now hear that most of the musicians of my childhood were also bearded
‘white’ men. And, the few women among them sang primarily from the location of
Eurocentric (North American) feminism. Therefore, these songs and the album cover images

to which they are connected in my mind carry an implicit worldview, one that produced, for
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example, the mystic representation depicted on the cover of the very Eagles record that

inspired this piece (Eagle Feathers and all)."

Alas, in my own fumbling way, | have tried to find new albums—new knowledges and
understandings—in order to add to the collection passed on from my parents; although |
realise, too, that much knowledge cannot be captured between the spherical ridges of a
record, 3 realization that brought me to the land of Academe. At the same time, | must
acknowledge the place from which | have come. The knowledge generated through this
Record Collection has continued to be transmitted to me long past the point of memory in
my Vancouver living room. Hearing these songs, whether in grocery stores or projecting from
the media player of my home computer, causes a deep physical reaction in me: a slight
clenching of my heart, swelling of my throat, and, on certain occasions, tears. This is an
embodied sense of knowing. Since | trust this way of knowing, when an Academic’s words

cause the same bodily response, | know | should pay attention.

This is my epistemology and it has prepared me well for my journey in this strange land.

! This playful auto-ethnography was originally weiitfor an Aboriginal Research Methods class in the
Faculty of Education. The original piece of art yasitioned inside the 1975 Eagles album “One e$¢h
Nights” (distributed by WEA Music of Canada). Thaydu to Dr. Peter Cole for his inspiration.



Act 1 Setting the Stage

On the weekend of September 8 t010, 2006, sevdhladiners and one infant
came together for the first time. At that pointr only common experience was of being
(or being the child of) graduate students in amdasingly globalized university context.
Fuelled by passion, increasing relationship, asthargasbord of treats, we worked
together—on a shoestring student budget, but witblmgoodwill—to produce a poem
and interactive theatre production in three pakts.titled our performance,
UNSETTLED.

This group came together as a result of a calbéoticipants for my doctoral
study. The people who became the cast of UNSETTak@dwho responded to my

invitation to play, experiment, and do this worlgether, included:

Zhou He:an ecologist and animal rights activist reseaglie intersection of Chinese
literary works about nature with Ecological Philphg. Reading Farley Mowatt’'s “Never

Cry Wolf” helped inspire her to become a vegetadaad come to study in Canada.

Susan:an educator who has worked to advance interndtpmrapectives in curriculum
at UVic and who is researching the impact of BChleghool ESL curricula on student

achievement. She isfaodig a sports enthusiast, and a novice fashion designe

Lawrence:a poet and documentary film maker in China whe@gearching how the

current generation of Chinese film-makers usewvémeie of international film festivals to



overcome censorship laws. His daughter was bo@aimada; he and his family members

are transnational citizens.

Coco:a Linguist and cultural ambassador with a passomefaching. She challenges her
students to perfect their language skills andhatsame time, gently encourages

Canadians to become better listeners. She is alagid cyclist.

Maria-Luisa: a child advocate researching how women who haverexred sexualized
violence use tattooing as a means of reclaiminig buelies and gendered identities. She

was born in Canada, but she self-identifies asltoial.

Phyllis: a teacher who has worked in Rwanda, Zanzibar,maddene Tha community in
Northern Alberta. She is exploring ways to desigrriculum that is less prescriptive,
less Euro-centric and better able to incorporadehters’ abilities to learn along with their

students. She is also the proud mother of baby Matg

Margaret: an occasional actor in this production who was pftie play-building
process. She reminded the troupe to maintain balapt¢aking the time to eat, cry, rest,
and get to know one another better over unstrudtcoaversations. Over the course of

this research she acquired her two front teeth.



In addition, many people did essential behind-ttemnss work to help this
production come together and deserve an introduciibe most prominent of these
members of the backstage crew were:

* Nelson, Margaret’s father and Phyllis’ partner wtas there throughout.

e Maria-Luisa and my partners who, in addition to ai@upport, also lent a hand
with set up, clean up, and driving.

e Lawrence’s partner and daughter, and many othemds also supported us from

near and far.

On November 8, 2006 exactly one hundred membetisedBreater Victoria
Community, predominantly University of Victoria (U8) students, staff, and faculty,
gathered together to participate in UNSETTLED aiadogue about multiculturalism in
Canada, international education, and internatiaaibn at UVic. | targeted educational
audiences in my advertising for the performance aaa result, the majority of people in
the room self-identified (by show of hands) as edois in some capacity: as professors,
sessional instructors, teaching assistants at WWias arts-based or community-based
educators and teachers in the public school systemNovember performance of
UNSETTLED was the major outcome of this doctoratlgt though the ripple-effects
have lasted much longer and may continue still.

Finally, although the students described above gaee thirty volunteer hours to
the creation and performance of UNSETTLED, priothis group coming together | also
conducted pilot work, interviewed, held focus graligcussions, and in-depth theatre

workshops with eighteen other international and ignamt graduate students. In total, the



students who patrticipated in this study represetgeaiepartments on campus and
originated from fourteen countries around the wardluding Canad4a.The pages and

images of this dissertation contain the story of thsearch.

This document is organized as follows:

Act Two introduces the reader to the context of gtudy, locating me and my
research focus in the contradictory relationshivben the welcoming multicultural
discourses of Canada and the experiences of (atterral) graduate students.

Acts Three and Four give an overview of the two &egycepts that emerged
through this study: intersectionality and transfative learning.

Acts Five and Six introduce the action-orientedtipigatory, arts-based
methodology and the specifics of the theatre method

Act Seven provides an overview of the data coltecprocess and is followed by
an intermission in which | describe how the resattthis study have been represented.

Acts Eight and Nine relate to the embedded padtory process that was part of
this research. Act Eight describes the collectinaeess of analysis, while Act Nine
provides a video representation of the resultsuofcollective efforts.

Acts Ten through Thirteen relate to the largercttite of this study, the
individual pursuit of a doctoral degree. Act Terschbes the individual process of
analysis, while Acts Eleven and Twelve presenté¢lsons learned as they relate to the
two key concepts: transformative learning and sgetionality. Act Thirteen weaves the

theoretical and methodological themes together aitiiscussion about what an

2 Geographic regions are discussed in Act Seven.



institution that supports an intersectional apphaactransformative learning might
entail.
In the final Act | recount key aspects of the jaybefore finally drawing the

curtain.



Act 2 Introducing the Context

Many Canadians are proud to live in a culturallyedse nation. The concept of
multiculturalism is enshrined in the Multiculturstn Act (Government of Canada, 2004)
and has become further embedded in institutioniatips at national and community
levels, for example in University equity policiew students, staff, and faculty. Despite
the hope of equality that is at the heart of multioralism, there is a growing body of
literature that exposes the difficulty and incotesigy of achieving equality in practice
(Abu-Laban & Gabriel, 2002; Bannerji, 2000, Lee &tk, 2005, Razack, 1998; 2002).
Proponents of Critical Race Theory and Transnatibaminism suggest that there is a
contradiction between the welcoming discourseswrdity and multiculturalism and the
myriad of real challenges endured by people outsidee ‘Euro-white’, English-
speaking North American norm. Goldberg (1993) dbssrthis contradiction as a key
paradox of modernity: “the more open to differehlberal modernity declares itself, the
more dismissive of difference it becomes” (p.6)isT$p-called blindness to differences
has implications for how people learn and teaclstasdardized pedagogical and
evaluative practices are often used to teach aalli@e an infinitely diverse range of

people who bring an equally diverse range of kndgés to the classroom.

Internationalization at the University of Victoria

The subtle integration of education into the glabarketplace, coupled with
trans-national (im)migration patterns, means thadent demographics at the University
of Victoria are changing. There are growing numlzérisnmigrant and international

students whose first language is not English and ark not familiar with mainstream



Canadian norms. For example, 15% of students id 2@#ye not Canadian citizens,
translating into 1,595 people studying at UVic tuident visas in 2004, compared to 595
students in 1994 (Institutional Planning & Analys2€05; Thomas, 2004). While a recent
study by the Faculty of Graduate Studies encouragpdrvisors to recognize and
appreciate the diversity of their students (Ritdsdlec, Corner, & Paul, 2003), |
identified a need to investigate in more depth hleevwelcoming multicultural
discourses of Canada played out in the lives efrndtional and immigrant graduate
students on campus.

Throughout my participation in graduate courseth@éFaculty of Education, and
particularly through my involvement with the Assaiton of Graduate Education
Students (AGES), | became aware of a number odréifft experiences, tensions, and
equity matters related to international studentsn@any occasions, students disclosed
stories of what they (and 1) perceived to be inappate and/or racist treatment by
fellow students, administrators, instructors, ampesvisors at the university. Apparently,
such experiences were not housed solely in theltyamfEducation however; the effects
of changing student demographics were being fatipees-wide.

In 2003 the Office of International Affairs inited a campus-wide working group
on the internationalization of UVic. This group guzed a number of key documents on
the subject, including ‘Making a world of differezicA strategic plan for furthering
internationalization at the University of Victorig2005a) and ‘Rethinking diversity: A
cornerstone to building a diverse and welcomingiieg community’ (2005b). These
two documents pointed to the reality that univeesihave always been sites of

international study and, in particular, that Abara) peoples have experienced what is



now called ‘internationalization’ for over 500 ysain 2006, a ‘Survey of International
Graduate Students’ was also conducted by membeingsofrorking group, the results of
which are yet to officially be released.

In addition to these documents, a number of pralcéictions were initiated, not so
much to address systemic issues of racism, butemsats to support international
students nonetheless. In my faculty, AGES launehetnthly international and
Canadian student coffeehouse and a project ofoturn redesign is underway in the
department of Curriculum and Instruction (H. Ra@i807, personal communication).
Efforts to include global perspectives in curriqulare further supported by both the
Office of International Affairs and the Learningdaheaching Centre. Across campus,
Counselling Services created a support group aedada ESL student thesis completion
group; the International and Exchange Student Seswoffice created a buddy system
and international student listserv; the Graduatel&tt Society held an international
student breakfast; the Student Transition Centstdaloan introduction to academic
writing workshop with international students in mhi(which, incidentally, | facilitated);
and finally, Student Affairs included specific waHops for international students in their
yearly new student orientation.

It is worth noting that this new student orientatiocluded an interactive forum
theatre production in the Septembers of 2005 afé.2became aware of these
productions after my research proposal had alrbady approved and was invited to
attend the 2006 performance. A key point of diffexefrom UNSETTLED was that a
local theatre company was hired to put on thes®peances and as such, the stories did

not emerge directly out of the actors’ lives. Thedtre company was informed of several



challenges that international students often regadtcreated scenes based on this
information. The purpose of these performancestwasiucate students (in a creative
way) about how to behave under specific, potegtiddingerous, or uncomfortable cross-
cultural circumstances. While pedagogically simitars performance was ideologically
different from UNSETTLED, especially as the inteddaidience for this production was
students alone, not the university and communitgrgie. This upward instead of
downward looking perspective on social changerithé&r described by Vanderplatt
(1997).

Finally, several public forums on the subject walis® held during the course of
my studies. For example, in March of 2005, the $€bbChild and Youth Care hosted a
lunchtime panel discussion émternational Student Experiences: Community Respon
and ResponsibilityThis panel of university and community members waoghkvith
international students spoke to the following stedat:

Victoria is host to approximately 7500 high schaotl post-secondary

international students. Panellists will examine thibethe contemporary approach

to international education is reproducing colon@abr if we can take this

opportunity to engage in global transformation. Hibwes Victoria respond to

international students? What is the community’ poesibility when accepting to

host these youth?
Subsequently, in October 2005, the Office of Indtional Affairs hosted a staff and
faculty workshop on the internationalization of thraversity.

In this potentially supportive climate for changgendeavoured to use the time

and energy allotted to my doctoral research to &tien and | proposed to do so in a
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manner that had not previously been explored: usiegtre. The November 8, 2006
performance of UNSETTLED was the contribution tlsearch made to the ongoing

dialogue around internationalization at the Uniitgrsf Victoria.

Conceptual Framework
While the next two Acts go into depth on the kepaapts related to this study,
the following section frames the internationaliaatdf UVic in a discussion of graduate

student experience and multiculturalism in Canada.

Graduate Student Experience.

International students are not alone in their gjileg as graduate students.
According to a 2003 report published by the Gragl&titident Association of Canada,
fewer than seventy-eight percent of all studentgrimeng graduate work complete their
degrees (Elgar, 2003). This number decreases angdallevel of study (i.e. fewer
Doctoral students complete their programmes thastéds students) and to discipline
(44.7% of Doctoral students in the Arts and Humasitomplete their degrees,
compared to 66.7% of their counterparts in the Neiand Applied Sciences, for
example, who also tend to complete within a shqrégiod of time)?

Graduate student retention and completion rateat&ibuted to a loosely defined
guality of educational experience, which includeshscharacteristics as “more external
grant funding, more cohesive and competitive...redeanvironments, and more

frequent contact between students and superviglgar, 2003, p.10). Corner’s (2006)

% These statistics are based on data collecteddroahort of students across Canada between 1985 and
1988 and published by the Canadian Associatiotsfaduate Studies (cited in Elgar, 2003)
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Master’s study suggests that a sense of commuartgxample through involvement in
student associations, is related to quality of atlanal experience as well. Navigating
the unfamiliar territory of a new organization istan easy task for anyone; however,
achievement rates such as these suggest that dorggeaduate studies is a uniquely
challenging undertaking. With the tasks of beconiamgiliar with a new culture and
working in a second or third language, the chakeofgthis undertaking increases.

While words such as ‘increase,’ or double/tripledmn, connote a quantitative
change, Bowser, Auletta & Jones (1993) describiesctitange as being more qualitative
in nature:

There is a special burden that accompanies pedpa they invade traditionally

all European-American institutions. The invaders sgen by some as tokens,

sometimes as affirmative action [recruits], and sttmes even as threats to the
academic integrity of the institution. They arersbg others as the proverbial
missing link to quality higher education. (pp.xXtiw)
To exemplify this special burden faced by intermiail students, it is worth noting that at
least three recent Masters students in the FactiEgucation have conducted research to
this effect: Bao (2004), interested in Chinese etiisl perceptions of the ESL program at
UVic, Zhang (2005) interested in the implicatiorisonlture’ in English language
learning and teaching, and Shi (2007) interestdtbim students learn in a different
language.

All potential international students must write @sT of English as a Foreign

Language (TOEFL) before gaining entrance to UMicspite of a certain expected level

of language proficiency, many students use the ppity of studying abroad to
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improve their English competency. Given the glophtgemonic dominance of English
and as linguistic and cultural learning are intietyaconnected (Dlaska, 2000; Holme,
2002; Ndura, 2004, Ruan, 2003), international etiocas inherently value-laden. As
Greenfield (1984) states, “language is powertdtdilly makes reality appear and
disappear. Those who control language control thumd therefore themselves and
others” (p.154). Guilherme (2002) adds that leayrarioreign language entails “the
clarification of one’s own and others’ ideologigadrspectives on social/cultural matters”
(p.155). She further suggests that only criticaglzage education can create an
awareness of the structural influences on foreaggliage learning, drawing links
between personal experiences and larger sociagowithout such links being drawn,

students are at risk of internalizing racist idgos.

The Welcoming Multicultural Discourses of Canada.
The federal government’s department of Citizensimg@ Immigration states that
“Canada has a proud tradition of welcoming immiggdnn addition they claim that
More than 130,000 students come to study in Caeadey year and even more
come to Canada to learn English or French. Forgligtients bring a rich culture
to our classrooms. Your knowledge and skillsvaeécomen our schools.
(Government of Canada, 2005, paragraph 1, my eng)has
The same official websiteésed tostate that, “Canadaaluesthe skills and experiences

that foreign professionals and workers bring whtérh” (Khawaja & Associate$,

“ Note that in the time between September 2005 alyd2007, this statement was removed from the
official Citizenship & Immigration website. The etaguote is still found on private immigration astddy
abroad websites, such as Khawaja & Associates alteste. Perhaps the privatization of immigration
services is a research topic for another day.
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2007a, paragraph 4, my emphasis). Despite themgabfflaims of welcoming and
valuing knowledge, skills, and experiences, an 107 Statistics Canada report stated
that 46% of immigrants report finding adequate waskthe most significant challenge in
Canada (Government of Canada, 2007). As a reaudt]dition to the active recruitment
of international students, lack of adequate workivates some immigrants to enter the
Canadian university system to increase their engliiiyy.

The Multiculturalism Act aims to “ensure that aiblividuals receive equal
treatment and equal protection under the law, wiepecting and valuing their
diversity” (Government of Canada, 2004, Sectioed¢irYet, the fine print of the same
Citizenship and Immigration documents cited abos®ed t3 state:

There is no guarantee that you will find work iruy@referred occupation. You

should know that, in order to work:

- you may need to have your credentials (degreeéslgshlomas) assessed
and recognized;
- you may have to be licensed;
- you may need to take additional courses;
- you may need to successfully complete examinatiand/or
- you may need to take a job specific language test
(Khawaja & Associates, 2007b, Paragraph 3)
The details of the fine print present a contradicteality to Canadians’ self-

congratulatory discourse around multiculturalism.

® This statement was also removed from the offiCiéizenship & Immigration website. See footnote 3
above.
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While in principle the values of multiculturalismaybe worth working toward,
in practice the ‘valuing of diversity’ could be batbe likened to patterns of
‘consumption’. Arguing that multiculturalism in faserves the dominant culture, hooks
(1992) warns that

When race and ethnicity become commodified as ressuor pleasure, the

culture of specific groups, as well as the bodfasdividuals, can be seen as

constituting an alternative playground where memloédominating races,
genders, sexual practices affirm their power-omaniimate relations with the

Other. (Cited in Razack, 1998, p. 5)

Razack (1998) goes on to suggest that the denrakcefm has become “integral
to white Canadian identity” (p. 11). Lee & Lutz () further contend that “liberal
multiculturalism does not address racism system@lfyidoecause racism is viewed as an
individual pathology and not seen as part of tr@ats@rder” (p.17). In this way, people
tend to either deny that discrimination exists¢camstruct the results of ideological
systems of discrimination as the anecdotal actodmgnorant individuals. Therefore, the
multiculturalism and diversity rhetoric is so poftithat it can render the majority of

Canadians ignorant to current and real interpetsamstructural acts of racism.

Diversity and Difference.

As | have written elsewhefedifferences from dominating social norms are often
interpreted as weaknesses, and people are someiitiaiized to minimize, or hide
those differences in order to compete within domirggoups. Debates continue around

whether any kind of difference is biological or edly constructed, but inevitably,

® | make this point in my ‘Editor's Note on LanguageEtmanski (2006).
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‘difference’ is measured against an unspoken, pedenorm. This norm is referred to by
Pajaczkowska & Young (1992) as the ‘absent ceniviéth reference to North American
culture, they argue:

If we take three aspects of ‘ordinary’ identityaar culture, those of being White,

being middle class and being male, we find procesgech maintain this identity

as a cultural norm, an absence...with the power fioel@self only in terms of

what it designates its opposites. (Pajaczkowskaofing, 1992, p.202)

Said differently, whiteness presides as “the unm@ddategory against which difference
is constructed, whiteness never has to speaki&naever has to acknowledge its role
as an organizing principle in social and cultuedations” (Lipsitz, 2002, pp.61-62).
While “even individuals who most closely approxiedthis mythical norm may]
experience a dissonance” (Ellsworth, 1992, p.1th#) point is that social organizations
unconsciously reproduce such patterns of privilege.

Through various kinds of collective organizing ampowering educational
processes, people begin to reclaim the power terthemselves and their worlds, and
express how their knowledge and differences fromidant norms can be assets, rather
than weaknesses. For example, Gilligan (1982) aidri&y, Clinchy, Goldberger &
Tarule (1986) explained how women’s ways of knowsogld be the key to
understanding and acting in the world in a new,entilanced way.

However, Lubienski (2003) argues that when framm@g m a positive light,
discourse surrounding diversity gives us neitherléimguage nor the analytical tools to
acknowledge and address systemic social inequidiesving on Pierre Bourdieu’s

theory of Reproduction, Lubienski reminds us thedgpite any good intentions to level
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the playing field, some individuals are born inamilies that give them not only
economic resources, but the socio-cultural caghal, is, the

high-status cultural resources (including beliefsgwledge, and practices) that

can be employed to gain economic capital and spoggtige. Such resources are

not inherently better than other cultural resourbes in a hierarchical society
they are ‘worth more’ because they are valued bgehn positions of power.

(p. 33)

In Bourdieu’s own words, institutions that are ¢eeband perpetuated by the dominant
culture, including schools, reproduce inequitaloleia hierarchies because “possessors
of the prerequisite cultural capital...continue tormapolize that capital” (Bourdieu &
Passeron, 1990, p. 47).

Indeed, Ferguson (1984) reiterates this point vaenwrites about the limited
successes of women (and other minorities) in buwradia institutions, where the rules of
engagement have long been established accordinbite, male, heterosexist, English-
speaking, upper, and middle class (etc.) normsugl, feminists and other activists are
somewhat paradoxically required to seek intelldaterolutions that will transform the

very institutions in which they work (Reinharz, 299

Racism.
While the axis of ‘race’ is only one aspect of daity, creating a context for the
experiences of international students at UVic complete without some conceptual

understanding of racism. Some of these pointsheilfurther developed in Act Three.
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Bowser, Auletta & Jones (1993) describe three aotenected definitions of
racism: “a cultural presumption in one race’s sigrgy and another’s inferiority;
institutional practices that reinforce and fulftle cultural presumption; and individual
beliefs in the racist cultural presumption anditasbnal practices” (p.xii). Blatant acts
of violence committed by one group or individuahagt another (for example many
actions of colonial settlers against indigenousytaons, the Ku Klux Klan, the Third
Reich, the Hutu rebels in Rwanda and Tutsi sold#sswhere), are easy to pinpoint as
racist.

However, the manifestations of racism that comeutibe a result of institutional
practices and individual preferences are moreatiffito detect andgt times,open to
debate. According to a UVic Office for the Preventbf Discrimination and Harassment
brochure (n.d.), there is a difference betweerviddal and institutional racism, but the
latter is “more difficult to identify” because “smes of racism are hidden in laws,
policies and institutional practices which enfoopgression based on a belief that one
race is superior to another.” Such preferencegaactices often fall victim to the
normative fallacy; the pattern of everyday expereenauses people to believe that
because procedurase carried out in a certain way and according toatemorms, they
oughtto be done this way. As such, “institutional atd&ural issues that create
exclusion based on race, gender, or physical gb{Bowser, Auletta & Jones, 1993,
p.xiii) among other characteristics, are less fegjly noted in the media or addressed in
general discussions of racism and diversity.

Weber’s concept of instrumental or means-end ratign(Zweckrationalitd} is

useful here. In their critique of the Enlightenmerd, Frankfurt School Critical Theorists
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Horkheimer and Adorno saw their particular histariconditions as exemplary of when
such rationality “infiltrates economic, judiciald@inistrative and cultural systems...in
place of the concrete realization of universaldigga comes the ‘iron cage’ of
bureaucratic control” (Duvenage, 2003, p.38). Buceacies, according to Weber (1958),
are “among those social structures which are thadsato destroy” (p.228) because once
set in motion, bureaucratization is the ultimatehamism for harnessing power for those
at the top of the bureaucratic hierarchy. Thuspiiesny good intentions founding
visionaries may have for their organization, buceaay propelled by instrumental
rationality runs the risk of alienating people fraime objects or people they seek to
control. Horkheimer and Adorno believed that onlgls alienation could lead to the
atrocities of their time, i.e. the rise of Fasciganoss Europe, as well as the horrors of
World War Il concentration camps.

Internalized racism is a concept that refers tgohghology of individuals
outside the dominating culture, particularly colmed peoples, who accept the barrage of
racist messages in their environment and comeltevieehat their differences from the
dominant group truly are deficits or weaknesses@fRal967). For example, hooks
(1994a) argues that “light skin and long, straigéit [as opposed to tight curls] continue
to be traits that define a female as beautiful @@slrable in the racist white imagination
and in the colonized black mind set” (p.179). hopkefers to use the phrase ‘white
supremacist capitalist patriarchy’ rather thansacbecause it speaks to the
interconnectedness of racism, capitalism, andaratry, a concept to which | return in
Act Three. Moreover, she specifically uses the tevhmte supremacy’ not only to

conjure up images of the KKK alluded to above, tbunore subtly denote that in the
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Euro-white culture of North America, it is thoseopée who best assimilate to dominant
aesthetic standards and cultural characteristicsama most successfll.

White supremacy is perhaps a more useful conceptsrcontext because, “even
though [people of colour] may have the ability tagiice individual racism, they rarely
have the power or position to engage in institwtized racism or to change the culture”
(Bowser, Auletta & Jones, 1993, p.xii). As suchmbating racism is not a problem
solely for minority groups to resolve, there istagent need for ‘white’ people or people
of the dominant group to participate in the streg@f course, the same is true of the
feminist or the anti-ablist/heterosexist/etc. stjleg as well.

It is important to acknowledge that the acceptaféenmigrants by the dominant
members of Canadian society—particularly of nonishgspeaking immigrants—has
never been a given. To illustrate this point, Bai&eRoediger (2002) and Brodkin
(2002) have discussed how ‘whiteness’ as a corf@pthanged over time: Irish, Jewish
and other (non-British or French) European immiggamly came to be seen as ‘white’
through subsequent waves of immigration patteneased wealth and education, and
intermarriage.

Finally, as suggested by hooks above, racism ira@an society cannot be
considered in isolation from the context of globatl capitalism. Marxist analyses
suggest that under the capitalist mode of prodactize “material conditions of life
through which humans produce and reproduce thetence...can be found in the

system of work organization where certain individuamploy others for the purpose of

"While | am speaking here of the aesthetic dimenefowhite supremacy in a North American
(specifically, Victoria BC) context, it is worth ting that through cultural hegemony and ongoing
imperialism, the aesthetics of whiteness is a dlphanomenon. For example, | have seen ‘whitening
creams’ for sale in several African and Asian caestand have experienced how the colour of my skin
affects how | am received/perceived abroad.
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making a profit and accumulating capital” (Morga#®9I, p. 286). The inequitable
distribution of power and capital required in ait@st mode of production is increasing
at an unprecedented rate: rich countries are nmyelladependent on poor countries to
produce commodities and goods at a speed necdessugtain the consumption patterns
of our populations. For example, Chomsky (2007) hascazed the current focus on
ethanol production since the use of food (i.e. pwnenergy has raised the price of
tortillas in Mexico by over fifty percent. Increagiy, factories where goods are produced
(not to mention call-centres and other workpla@es)being moved out of Canada to
majority world countries where labour and environtaélaws are relatively weak, and
therefore, the labour costs relatively low.

At home, we are likewise dependent on immigrationanly to sustain our
population levels, thereby sustaining our tax ietdkut also to fill the labour and service
jobs unwanted by the upwardly mobile middle cl&sth of these trends result in some
members of the Canadian-born working classes fgétireatened when their jobs are
‘stolen’ either by immigrants or by factory workensother parts of the globe. Yet, at the
same time, we are ‘stealing’ some of the most egdomembers of majority world
countries through our immigration policies—a pheeaon frequently referred to as the
brain drain. In the sense that the benefits ofgiahtion are unevenly distributed,
“globalization is not really global” (Korsgaard, 9B, p.17).

Despite these trends, when confronted with thetyeafl racism in Canada, the
gualification | often | hear is that at least Caam&lbetter than most countries, or that at
least we are making progress. Perhaps there are slements of truth in these

statements; however, even if we in Canada readind where we can claim absolute
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truth in our discourse of multiculturalism and dsigy, this truth would only be

contained within the borders of our nation-state.eAd to racism in Canada would
completely disregard the inequitable systems wpgieate, the poverty we create, and
the ‘differences’ we do not tolerate at a globakleIn this sense, we are all implicated in
a global capitalist system that privileges somenfoof diversity, while discriminating

against others. The University of Victoria is naegtion.

Research Focus and Question

The context outlined above presents a tenuoust i€ontradictory relationship
between the welcoming multicultural discourses ah&la and the experiences of
international students. The purpose of my doctstady was to investigate how this
contradiction manifests in the lives of UVic gratkiatudents, through action-oriented,
participatory arts-based research, using popuéatth as my main research method. The
research question that guided this study asketkfthre:

What are the contradictions between the welcominljicaltural discourses of

Canada and the experiences of immigrant and int@onal graduate students at

uVic?
Originally, | focused on three settings of studexyperience: the application period, the
classroom, and the student-supervisor relationgtgghe research progressed, however,
these settings proved too constricting both forstiogies the participants wanted to share
and for the nature of the methodology.

As this study does not specifically attend to thigecences between immigrant

and international students, from this point forwhuge the term ‘international student’ to
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refer to the majority of participants in this studjote that | problematize this

categorization in Act Twelve.

Locating Myself in the Study

While my motivation to conduct this study emergetigh my participation in
the UVic graduate student community, there arepofse, always many factors that
influence decisions. | describe here a little of peysonal history to give the reader an
understanding of how my interest in the subjecietiged.

One of my two younger sisters, Elizabeth, is aqgexgith Down Syndrome. This
reality has had many influences on me, includirggléfsson at a very young age that life
simply is not fair. My parents taught me that nstesi, like other people with disabilities,
deserved a good quality of life—and a good qualftgducation—Dby virtue of being
human. They also taught me that | would receiveynaearned privileges in this life
that my sister never would, so it was okay if sames she received ‘special’ treatment.
In this way, | learned the principle of equity bétage of two, a principle | have refined
and now generalize to a global level. Finally,drieed that all people have the capacity to
make social contributions; it is the disabling stares of this society that prevent
members of the mainstream from accepting manyesfeltontributions.

When | was eleven years old, my family moved tohRiond, an ethnically
diverse, notably Asian suburb of Vancouver, Britlumbia. The 2001 Statistics
Canada census states that approximately 40% ofi®icti’'s population identified as
being of Chinese descent while 7% were of Soutladescent, 4% Filipino of descent,

and 2% of Japanese descent, a trend that was neidhway when | lived there from



23

1988-1998 (Government of Canada, 2001). In my s#exgnschool context, | became
involved in anti-racist organizing. In addition, rfamily hosted several Japanese
exchange students, which inspired me to spend diti@uhl year attending a Japanese
secondary school after my graduation in Canada.€kperience of being an international
student myself, | believe, heightened my sensjtitotthe challenges of studying abroad.

| am fortunate to have had many other opportunitesavel, live, work, and
study abroad, but most notable of these was mycjtion in Canadian Crossroads
International (CCl), a volunteer-sending organaatihrough which | travelled to
Botswana on a four-month internship. Perhaps mmoportantly, this is where 1 first
learned the techniques and values of adult andlaopducation. In particular, | was
introduced to some popular theatre tools in theeedrof my positions as an ‘Animateur’
(community animator) and Development Education @Gmoator for subsequent CCI
volunteers in the years following my return. | tasdveral professional development
courses related to facilitation and around thistimlso became aware of the work
Headlines Theatre was doing in Vancouver.

In addition, the interdisciplinary nature of myreal education was useful in
preparing me for this study. Through my degreeimguistics, | also became certified to
teach English as a Second Language (ESL). Duriniylaster’'s programme | learned
several strategies for participatory planning amehimunity organizing in local and
global contexts. My Master’s research criticallyaexned the attraction of ‘single white
females’ to international development work. As tinganization | was researching was

attempting to foster greater diversity amongst mtders, | argued that it was ‘right there
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in front of us’ and that we should start by valuantd better attending to relationships
with partner country volunteers and organizations.

In recounting this brief history, my intention s dlert the reader to how lessons
from these various experiences converged in my mnttbody to produce the study
about which you are reading. While the detailsheg tesearch came out of the specific
UVic context in which | was living, working, anduslying, the seeds of inspiration had

long been sown.

Limitations and Contributions of the Study

This study did not include, nor did it intend telimde a representative sample of
international students at UVic. The experimental areative nature of the methodology,
as well as the requested time commitment of ovdythours, meant that in this research,
as in life, those of us whweerewilling to make the commitment to each other neeide
figure out how to work together. Moreover, as sddutcome clear to the reader/viewer,
with arts-based research, as with other formssdarch, it is up to the viewer to interpret
the art/research and generalize lessons to otiéexds, not learn the precise state of
reality through potentially homogenizing samples.

That said, the fact that twenty-four graduate sttglevhose ages ranged from
their twenties to forties, from ten departmentcampus, originally from fourteen
countries around the world, including Canada, pignaited in this study speaks
qualitatively to the diversity of students involved addition, two of the workshops were

with women only, one of which was with Asian wonaanly.
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My own limited experience with popular theatre waashallenge and | recognize
that this might be perceived by more experiencedtgioners as a limitation. | speak
more about how arts-based research is riddledquéstions of aesthetic quality in Act
Five. For now let me challenge such experiencedtipianers to consider the multiple
forms of validity that transcend the gate-keepingrzlaries of fine affsand enter into
the territory of action-oriented participatory rasgh and education. What | may (or may
not) have lacked in theatrical ability, | believenade up for in community organizing
skill in generating broad support and impact. Idiadn and curiously, some audience
members commented that our limitations in aestiméistery added a certain authenticity
to the performance, driving home the point thatweeereal students, presentingal
issues on the stage. Nevertheless, through trearas | learned that art (theatre direction
in particular) like research itself truly is a lead skill and one that can only be
developed with further practice, a point to whidv@r (2006b) also alludes.

Finally, the research question and the researdgrdésntailed became limiting
as the research progressed, the implications afwihilescribe in more detail in Act
Twelve. For example, as this was designed as stamdgsearch, it only included
graduate students as participants. The point afipi@nt research is to tell subaltern
stories and to this effect we were successful; vewd learned that this in itself was not
sufficient for addressing the problems of increglirglobalized universities.
Consequently, the limitations of the question waneductive as they ultimately provided
new theoretical insights around the concept ofrgaetionality, which will be described

in Act Twelve.

8 | acknowledge that the Fine Arts have a rich thtioal and practical history, but as my studiesaner
the Faculty of Education, this is not the histarywihich my work was grounded.
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With these limitations in mind, it is also customé&r point out the key
contributions of the research, which are practycahieoretically, and methodologically-
oriented. Practically, this research made a unaqumribution to the dialogue and
concrete efforts around internationalization, whigh | have already described, are
currently underway at UVic. This was an entirelydgnt-driven effort that was unique
both in content (due to the graduate student petisgerepresented) and in form
(theatre).

Theoretically, this research makes contributionthéoareas of transformative
learning and intersectionality. These theoretinaights reposition the ‘international
student’ from simply a person in need of servitefeing one of many potential agents
of change. The benefits and dangers of this rapasig are discussed in Acts Eleven
and Thirteen.

Methodologically, this study makes contributionghe fields of both arts-based
research and action-oriented participatory reseanchthe places where these intersect.
In the former it challenges readers/viewers to mErhow art can be used as method and
means of representation and dissemination. Inatterlit challenges researchers
operating from less participatory paradigms to aersthe merits of collective,
relationship-based, action-oriented processessdt@hallenges participatory researchers
to refine their/our thinking about the nature oftapation. Ownership and control of the
whole process by the group was not possible ircdimeext of a doctoral study, therefore,

the areas of more authentic forms participationdsseussed in Act Eight.
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Summary

This Act has introduced readers to the contexhisfstudy in terms of current
actions underway at the University of Victoriah#ts also presented a theoretical framing
of the research focus and question, which demdastthe contradictory relationship
between graduate student experiences and the wielgonulticultural discourses of
Canada. As any study is always biased by virtub@fesearcher’s involvement (Mason,
1996; Ristock & Pennell, 1996), | have attemptetbbate myself in the study by
demonstrating how my own experiences generatedtarest in the subject. Finally, |
have presented a discussion of some of the limiatand contributions of this work, also
reflecting on where points will be elaborated ugeter in the dissertation. With this
frame of the research solidly in place, | now ttara more in-depth discussion of the first

of two key concepts: intersectionality.
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Act 3 Intersectionality

The human experience is complex and constantlyatiom. Our unique positions
in axes of difference influence, though do not ptedmine, both our experience of the
world and our life chances. These axes are contpabattributes such as emotional,
physical, intellectual and language ability; Indiges family history; ethno-cultural
background, country, region and city of birth aadidence; education level; birth order;
number and nature of dependents; marital statues)qiipical (e.g. hair, eyes, body)
features; age, religion, sexual orientation, séass; and so on. As some attributes hold
more social power than others, individuals wholame with dominating aspects of
identity are socially privileged through no effortchoice of their own.

Yet, while some attributes are seemingly fixedeothare more fluid. For
instance, sexual orientation and specific disabdimay be superficially invisible, though
the reality affects one’s experience. The aging@ss and experiences that come with
the passing of time are inevitable and “one maybexdisabled through accident or
advancing age, or cease to be illiterate througguage training” (Hum & Simpson,
2003, p.4). Similarly, attributes such as sexuergation and class can shift or become
more fully realized (Cole & Omari, 2003), women aawve birth and people can be
violently abused at any point in their lives, didich can greatly alter their experience
of the world. Advancements in transport and medeethnology also give opportunities
to those with access to the right capital to drazally change their place of residence,
physical appearance, and biological sex organsot@ iriosely match their self-concept
or create a new identity. Through this inevitables@ected motion and fluidity, one can

acquire more or less social privilege.
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In addition to natural and social attributes anthtfluidity of such attributes,
seemingly simple categories such as ‘sex’ or ‘racéact have porous boundaries. We
now know that ‘race’ is a social construct, perpétd by Western scientists and that
“there is greater genetic variation within evergcial’ group than there is between any
two of them” (Harding, 1993, p.10). Although “humiagings actually differ from each
other phenotypically on a wide range of charadiess andracismtruly exists as an
‘ideological phenomenon,’ there is only dmeéman‘race’ (Miles, 1989, p.71).
Furthermore, post-colonial (Loomba, 2002), diagpand hybrid (Anthias, 2002;
Ifekwunigwe, 1999), trans-national (Grewal & Kapld®994) and hyphenated (Rattansi,
2005) identities are real lived experiences. Thmesaould be said for multi- or bi-
cultural, poly- or bi-sexual, androgynous or gynaus identities. In sum, each human
being embodies and enacts a complex intersectibiotafgical, social, phenotypical,
spatial, and experiential identity attributes ttah and do shift over time.

Intersectionality is a concept that attempts toresslthe multiplicity of complex
power dynamics embedded in human relationshipsynizgtions and global social
structures, as well as the oppressive or enabimegrastances to which these dynamics
give rise. It is defined as “the interweaving opogssions on the basis of multiple social
identities as well as marginalization that [is]bo¢lational and structural” (Moosa-
Mitha, 2005, p.62). In the following pages | dissuhe emergence of this concept vis-a-
vis feminist, anti-racist, post-modern, and postural theory. | consider some of the
critiques, challenges, and dangers of intersedityres well as its usefulness,

productivity, and potential. The theoretical inggghn terms of the need for an
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intersectional analysis of the increasingly glabedi context of UVic, are discussed in

Act Twelve.

Emergence of the Intersectional Perspective

Social theories that focus on conflict as the mediichange invariably position
groups of people against each other, fighting betise competing ovealegedly
scarce resources and power-over positions (McDo&&dleman, 1999). Social conflict
theories that emerged out of Europe drew signiflggrom Karl Marx and positioned
workers against those who had control over the sie&production (i.e. Capitalists), the
proletariat class against the bourgeoisie. Theseriths have had and continue to have
far-reaching influence, inspiring small and largealutionary actions around the world,
most notably in Eastern Europe, Asia, and Latin Acae

Adult educators, labour organizers, and criticabtiists—particularly members
of the Frankfurt School of Critical Theory—from myaparts of the world have continued
to apply and theorize about the implications ofsthased social relations of power. In
particular, Marxist influence can been found in [Bdtreire’s and many other critical
educators’ beliefs that a ‘neutral’ form of eduoatcannot exist. That is, “education
either reproduces inequities—and, as such, isstruiment of domination—or critically
analyses the forces perpetuating such inequitrescantributes to fighting against them”
(Finger & Asun, 2001, p.77). Of course, experienmfesducation might contain elements
of both reproduction and emacipation, but educatts follow this tradition have
typically been labelled ‘critical educators’ or adates of ‘critical pedagogy’ and almost

unconsciously adopt the belief in social conflisteameans of social change.
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Proponents of this tradition generally share thilogical position that an
external truth/reality exists and that this reailtygystematically and intentionally
organized in ways that benefit some people mone titiaers (Neuman, 1997). For
researchers within this tradition, the purposeeskarch is not only to draw attention to
this inequitable external reality, but also to apait. As Becker (1970) aptly stated, “the
guestion is not whether we should take sides, siecaevitably will, but rather whose
side we are on” (p.204). Nevertheless, as socidlicotheories were applied over time,
educators, organizers, scholars, politicians, atisteawho grew up in this tradition had
their eyes opened by critiques from within.

The ways in which reality was described and th@psed ways to change it were
significantly flawed in that they ignored, misunst®od, dismissed, or unwittingly
overlooked the experiences and labour of the glotzbrities, particularly women and
racialized groups. Harstock (1983), for examplentasal out Marx’s original failure to
recognize women’s work as labour and theorizedlikatMarx’s proletariat, “women’s
lives make available a particular and privilegedtage point on the male supremacy, a
vantage point which can ground a powerful critigfighe phallocentric institutions and
ideology which constitutes the capitalist form atnqarchy” (p.284). Standpoint research
thus developed from solely class-based positiontdia gender and class-based
positionality.

In addition to feminist critiques, the Civil Rightsovement and changing
immigration patterns to North America shifted thienary focus away from class
analysis towards an analysis of other forms okdéhce, such as ‘race’. As Mann &

Huffman (2005) suggest, “while the former [i.eass3] mirrors the decentering of the first
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world industrial proletariat, the latter [i.e., G&] mirrors the changing composition of
the labor force at home and the increasingly glolélire of the division of labor” (p.80).
As ‘white’ women and racialized women and men gaiaecess to the means of
knowledgeproduction (i.e. entry into academic and other pugppheres) they began
speaking and theorizing about their own experieaogiscritiquing pre-existing social
thought.

The work of racialized, or so-called ‘women of amfas particularly relevant to
the subsequent theoretical developments. Suchiskeoritiqued the feminist movement
from within, arguing against the essentialist terailes of viewing all women as the
same, thereby ignoring or downplaying the diffeenim experience between mainstream
(‘white’) feminists and the specific struggles audions taken by racialized women
(Sandoval, 2000). For some women, second wave fshmmovement(s) were spaces of
further marginalization rather than the spacesbefration they were intended to be. Out
of this historical and cultural development emergeaabsitioning of the ‘holy trinity’ of
gender, race, and social class analysis, which

Were acknowledged as the central characteristizgeimcing the life chances of

individuals and were arguably the markers mostyila¢ the root of various

inequalities in Canadian society. Other identiesh as Aboriginal status,
ability/ disability, age, sexual orientation, ettity, religion, language,
immigration, and region were seen as importantplten considered secondary
characteristics owing to a perception that thewgoto shape various social
outcomes was not as great as that of the threeapyiaiharacteristics. (Wilkinson,

2003, p.3)
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Yet, positioning these ‘other’ identities as seamydnimicked the earlier dismissal of
uniquely gendered and racialized struggles anduels, was inherently flawed.

The progression of this line of thought bringsashe point of recognizing a
truism that oppression is complex: Multiple aspedtiglentity intersect with
circumstance and structural ideologies to creatguenstruggles of the body, mind and
spirit. To move forward from this point, | beganwonder whether theory with an
appended, instead of inherent analysis of gendee, iclass, nationality, disability and
other dimensions of difference, is sufficient foaéysing today’s society where such
oppressions are so thoroughly imbricated.

While affirming the importance of having an histatdi sense of the development
of Western critical thought, | suggest that soaialysis should begin with an
acknowledgment of the multi-directional nature ofyer relations and articulating
(Miles, 1989) systems of oppression. Examples ofisbeories include hooks’ ‘white
supremist capitalist patriarchy’(1994a & b) mengdrabove in Act Two, or Brah’s
(1992) attention to the specific ‘positionality’ mfdividuals within oppressive ideological
hierarchies, such as racism and global capitaN§ile incomplete themselves, these
theories do start with an understanding that nostneture is sufficient for analysing
relations of oppression (Wharton, 1991). Theossish as these encourage readers to

conceptualize an intersectional social analysis.

Challenges of the Intersectional Approach
As can be inferred from the above discussion, setetfonality recognizes the

overlapping elements and shifting, fluid boundagéglentity. This section situates
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intersectionality in post-structural and post-madeiscourses. It then examines some
practical implications for research and policyesses the post-nation-state unit of
analysis, and discusses the tendency toward eaksritiinking.

The concept of intersectionality has been influenog post-structural analyses of
power relations that see any attempt at categgrigientity as an essentialist enterprise
(Mann & Huffman, 2005, p.62). Yet, while deconstmg identity categories,
intersectionality simultaneously maintains focudrmdividual and group positions in
structural systems of discrimination such as c&ssracism, sexism, ableism,
heterosexism, ageism, and so on. In this waysd adcorporates elements of both
modernism and post-modernism in that “the postnmagieapproach emphasizes the
multiple and overlapping identities (subject pasi)i of all actors. The modernist
materialist approach emphasizes individual politieal group (class) action and
resistance” (Lee & Lutz, 2005, p.11). While attemgto avoid essentialism or
privileging one or even two forms of oppressionraaéothers, intersectional approaches
attempt to simultaneously analyse both individunal eollective struggle and agency in
local and global contexts.

Considering these (fluid) dimensions of differeatleat once can appear
overwhelming and the practical implications of atersectionality framework are
currently being debated by researchers and poliakens alike. And yet, the world
complex; ignoring different dimensions of power éaad to irresponsible or limited
analyses. Quantitative researchers, who genetaltly she effects of specific variables
on social phenomena, can quickly become oversedtalth the unique variables

resulting from any combination of race/class/selkitgbetc. Likewise, qualitative
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researchers, who tend to use smaller, more in-dsgutiples, cannot study more
intersections than their participants embody, @or their results be immediately
generalizable to other populations that compris& thwn unique constellation of
individuals.

As Wilkinson (2003) suggests, “it would appear thiaintersectional perspective
implies the use of triangulation and multiple methan order to take advantage of the
benefits of both [quantitative and qualitative] heedologies and to be flexible enough to
be used in a variety of disciplines” (p.5). | woaldd that while discipline-based social
studies can and do provide significant insigheidisciplinary ventures are equally
useful in that they can provide a more holisticenstanding of the human experience
and our relationship to the Earth. As such, muktmod, multi-disciplinary approaches
may become central to future intersectional socamemic and ecological studies.

The specificity of individual experience also poshkallenges for policy and
programming. Given the challenges to both quantgaind qualitative research
mentioned above, at “a more practical level, aovally constituted group may be
ineffective in marshalling voice for their circuragtes or garnering political support to
influence policy” (Hum & Simpson, 2003, p.4). Ak a central concern of
intersectionality is akin to an earlier, or conemt; feminist concern: “how feminists
could retain collective categories and simultangoagoid essentialism” (Mann &
Huffman, 2005, p.63). An overly narrow focus oniuiduals or tightly defined groups
risks undermining the political potential of thdleotive.

Wilkinson (2003) proposes and Burman (2004) imptneg better cooperation

and communication between existing groups—not &rriolation, individualism and



36

competition—is required to assist us in develognlicies, programs, and practices that
better support the specific needs of uniquely posed individuals. Consequently,
intersectional analyses can be used as a meaesefaging new forms of solidarity
across perceived or real differences instead o¢ans of fracturing social movements.
Wilkinson (2003) provides an example of how “co@tem and communication
between government, service providers, and acadeanid between all levels of
government is required,” (p.8). | quote this exaergl length as it relates to the over-
arching context of this study described in Act Two:
The issue of the recognition of foreign credentislene where an intersectional
perspective would be valuable. This problem invslreany different
stakeholders. Governments are concerned with atigaskilled labour to Canada.
Professional organisations are interested in ¢rgaggulated systems to assess
professional credentials and work experience miraaind consistent manner
across occupations. Universities and other edutatiostitutions must
consistently evaluate educational credentials dedtify gaps in education.
Immigrants will benefit from programs that recognikeir skills and professional
gualifications. Should this level of cooperationdmhieved between governments,
professional organisations, educational institigj@nd immigrants, not only will
immigrants face fewer barriers to full labour madrgarticipation, but productivity
in the Canadian economy will also increase. (Wakim, 2003, p.8)
Whether or not one agrees that productivity inGlamadian economy and continued
recruitment of skilled immigrants are worthy goadlss example suggests that issue-

based organizing opens up opportunities for vargtakeholders, interest groups and
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uniquely positioned individuals to work togethewsyd mutually beneficial outcomes.
Learning to fully acknowledge the real, lived etteof difference and how to work
together in a respectful way that does not furtharginalize, isolate, and dominate will
invariably take time, but is a challenge laid oytittersectional analyses.

While the above example speaks to a contempordiynah concern, a further
limitation of this example is its continued focus the nation-state as the key unit of
analysis. As the unequally distributed benefitglobal Capitalism are becoming
increasingly apparent, recent developments in glabe trans-national feminist thought
have transformed the “macro-unit of analysis frosoeietal to a global level” (Mann &
Huffman, 2005, p.66). From Marxist theory we alng&dow that Capitalism requires
masses of wage labourers to assist those who ttmeraneans of production to acquire
capital. Yet the global nature of Capitalism, alavith (im)migration patterns and often
unregulated working conditions, give rise to newnfs of oppression resulting from
Capitalist ways of organizing. For example, “by @xaing the changing conditions of
garment production,” Ng argues that “we see coronetys in which sexism, racism, and
class exploitation intertwine and intersect to keepority women workers captive”
(Armstrong & Ng® 2005, p.38) both in Canada and abroad.

When considering the global implications of intetsgy forms of oppression, we
are reminded to again be mindful not to essenédhe experiences of people with whom

we have never come into contact, or about whonestgpes tend to run wild in the

® This chapter is entitled “A Conversation Betweeanhette Armstrong and Roxana Ng” and is indeed lai
out as a conversation with each woman speakingrim As it is clear that these particular comments
belong to Roxana Ng, | have attributed this argunteher. The full citation for Armstrong & Ng is
provided in the References. | have used a simikthod for citing Jeannette Armstrong’s concept of
Enowkinlater in this Act.
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Western imagination. Of particular interest, Molyafit991) has deconstructed the
homogenous impression of ‘“Third World Women.” Shs demonstrated
How women in the third world are often portrayed ooly as a singular or
essentialized other, but also implicitly as lessas ignorant, tradition-bound, and
victimized. This portrayal is contrasted with arually singular representation of
Western women as educated, modern and having tohtiteeir bodies and lives.
(Mann & Huffman, 2005, p.68)
Recent and current graduate studies by women iddrehip Studies at the University of
Victoria are making similar arguments, three exasmf which | will describe here.
Shinaba (2006) argued that Nigerian women, in algr ‘Market Women’
(female leaders and vendors in the market-placiel) flooms of power unrecognized,
misunderstood, and underappreciated by Westermistsi She contended that such
women hold influence not only in the market-pldwat, to a certain extent over the
national economy as well. Likewise, Umpleby (208@tumented the oral histories of
Aboriginal women in Northern Vancouver Island, Bitit Columbia. Through these
women’s powerful narratives, Umpleby demonstrates they are respected leaders in
their communities, helping to transform unhealtbynenunities into healthy ones.
Finally, Dragne (in progress) is currently inveatigg the experiences of
Romanian female academics, hypothesizing that388 tevolution and subsequent
transition to Capitalism and integration into the@&pean Union have not necessarily
improved women’s status or everyday experiencegoasen held power differently
under the so-called repressive socialist eraght lof such misunderstandings between

people in multiple global contexts, Mohanty hadezhfor “the urgent political necessity
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of forming strategic coalitions across class, racel national boundaries” (1991, p.52). |
would add that this is particularly urgent in therent political climate of systematically
generating fear and ignorance about the terrotis¢lORecognizing multiple differences
and learning to work in respectful solidarity toeosome such essentialism and harmful

stereotyping is vital to the intersectional apptoac

Overcoming Hierarchical, Binary and Centre-Margihiifiking

How do we begin to speak about intersectionalitgmvthe English language and,
as a result, English-speakers’ imaginations ateofumplicit or explicit hierarchies,
dichotomies, and binaries? We already know thatdty thinking implicitly entails
‘secret hierarchies’ — a dominant group and a maiigied group, where the latter is
viewed not only as other, but as lesser. Examgl#si®include such dichotomies as
male/female; heterosexual/homosexual; or whitekl@dann & Huffman, 2005, p.68).
We further know that hierarchies are often revealgethe order in which words are
placed.

We cannot ignore that such classifications candeguliinsofar as they help us to
simplify and therefore make sense of the worldheaaristic categories. They can also
facilitate an understanding of how power operatesertain contexts. Yet, they are
simultaneously dangerous in that they cannot addouthe real, shifting identities
outlined above, or the ways in which people holdg@odifferently in different contexts.
For example, as this research will demonstratelestis may holtess powein academic

hierarchies, but they/we are rpmwerless.
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Wilkinson (2003) posits that “any attempt at arersectional perspective
therefore avoid binary oppositions” (p. 6). Sheteods that comparisons between people
along binaries succumb to benchmarking, which iegpéi normative standard to which
those who are somehow different should aspiregxample the absent centre of
whiteness (Pajaczkowska & Young, 1992) discusseétinmwo. McDonald & Coleman
(1999) add to this critique of binary, centre-marthiinking with an extensive discussion
of simple and complex hierarchies. Simple hierashcomprised of two strata (e.g. a
rich/poor comparison) are equivalent to the birsaakeady described and insufficient for
analysing real experiences. Complex hierarchiespciem multiple strata that reflect
multiple binaries of abled/disabled, white/blactc.@nd it is argued that individuals’
experiences are strongly influenced by their lazain these multiple and complex
hierarchies.

Yet, as McDonald & Coleman suggest, “when subjecdse examination,
complex hierarchies tend to collapse under the Wegtheir internal inconsistencies”
(p- 21). To illustrate this point they ask, “on wicaherent basis could one attempt to
construct a ‘complex hierarchy’, composed of mbanttwo strata (i.e. value-laden
attributes), positioning a black, non-disabled, gaan in relation to a white, disabled
lesbian, for example?” (p.21). These hypotheticdividuals’ experiences would be
qualitatively, not quantitatively, different ands inplied by the earlier discussion, the
markers of identity themselves are porous. What kin'disability,” for example, or what
kind of ‘black’? “One cannot merely count the numbg‘centre characteristics’ or
different oppressions to determine the degreeigfi@ge or restricted life chances an

individual will experience” (p.27), they argue. WaiLit closer examination or the
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automatic privileging of one form of oppression oaaother, it is difficult, if not
impossible to predict or compare the experiencesiolfi hypothetical human beings.
Nevertheless, such predictions and comparisonshaay implications for the

distribution of social services.

Horizontal and Internalized Oppression

When moving away from binary, hierarchical, and@gponal thinking, it is
useful to consider the implications such thouglatgehfor social organizing. Taking the
hypothetical example described above, McDonald de@an (1999) suggest that often
such individuals (or similar groups) end up commgtvith each other “over which of
them is most oppressed and which of them is lggstessed, creating yet another
hierarchy while fighting for the moral high groun@.24). The result is that “the
dominant group faces only disorganised and religtiweak opposition groups, which are
more likely to fight each other, or else, seeknttate the habits of the dominant group in
the hope of receiving some of their privileges2@). For example, Ng (2005) mentions
the “contemporary tension between immigrant granps aboriginal peoples” in current
Canadian anti-racist struggles (Armstrong & Ng, 20035). Such fighting amongst
marginalized groups is often referred to as ‘hartab hostility, discrimination or
oppression and poses a worthy challenge to inteosat analyses and actions.

For activists, horizontal oppression may stem ftbmattachment many people
have to beliefs that some attributady do give rise to more serious forms of oppression.
Marxist scholars, for example, refuse to let gthef fundamental material base of

oppressionCertainly class-based oppression is real and has real iatiplns for people’s
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life chances all around the world. By no means appropriate to romanticize people
who live in poverty; class analysis remains parmintersectional analysis. However,
class mobility alone does not liberate individuatsn oppression. Cole & Omari (2003)
have shown how the upward mobility of African Antams is not necessarily “associated
with greater happiness” (p.794) due to the guilealing family and friends behind, the
extra responsibility of caring for ‘poor’ dependgrnd the chronic stress and increased
experiences of discrimination associated with ss&ae ‘white’-dominated professions.
Drawing from original critiques by feminist schaaeven after the most levelling of
class-based revolutions it appears that the melapins of oppression would continue to
extend their reach.

Likewise, feminists—myself included—are not quiockgive up what little
territory has been gained through the history ofoues feminist struggles. Patriarchy has
not yet been abolished and as such, in takingtensiectional approach, we ought to be
mindful not to throw out the feminist baby (‘artfally’ conceived or otherwise) with the
bathwater. Instead we can look more closely atithgue identities and complex global
socio-economic relationships between the baby laagerson responsible for giving the
baby a bath. Perhaps because of (or perhaps encdpiny position as a white woman, |,
like Johnson-Odim (1991), hesitate to give up grentfeminist. The society in which |
live continues to deny the fundamental importarfdde work/power of reproducing the
human species, of nourishing and teaching childxkad,the emotional labour and values
of caring, relationship-maintaining, and non-vialea~work and values that continue to
fall biologically and socially in women’s terrais{lligan, 1982). While | recognize the

essentialist, heterosexist, and other counter-aegtsrto this claim, a shift that would
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place this work and these values at the top obsboerarchies would be an improvement
for all of humanity, not for women alone.

Yet, the ability to name oppression is itself ariasf power and, as discussed
above, many feminists have already learned to beates not to use that power to
reproduce other forms of oppression. As peopletien politically mobilized by
personal experiences of oppression or by the expezs of those closest to them/us,
attachment to specific attributes as the most itapbror foundational aspects of
oppression can stem from the pain of having expeeéd oppression in that way. When
people are abused, violated, humiliated, undermioedtherwise hurt, it is difficult and
at times impossible to cope with the immediate regsions, let alone become
politically mobilized. Yet, in cases where thatipoized identity emerges, an
intersectional analysis challenges people to rdvtbrid of all forms of oppression, not
just that particular form of oppression that aféetttem/us most directly (Mann &
Huffman, 2005).

A reframing of this dilemma suggests that “it i< aa excuse to relativize
oppression by simply claiming, ‘we are all oppress€Ellsworth, 1992, p.114).
Expressed differently, not “all forms of oppressare equally important at any given
time and place in history” (Mann & Huffman, 200577p). Although these latter authors
continue to claim a Marxist Feminist identity, thassertion is consistent with an
intersectional approach. This idea demonstratesthanatter which identity label has
served us and our work to date, be it feministlligy advocate, anti-racist, etc., the
overarching goal of any person claiming to workdocial justice can ultimately be to rid

the world ofall forms of oppression, not merely the oppressionhimh their/our
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particular positionality relates. In addition, atlgh one person may experience
oppression in a certain way, labelling others aslarly oppressed can at times serve to
further marginalize rather than liberate, as dertrated by the discussion of Second,
Third, and Fourth World Women above.

Clover, Follen & Hall (2000) suggest that an appiate transformative goal is “a
better quality of life, not a higher standard ofrig” (p.22). Since we know that the Earth
cannot sustain the ecological footprint (Wackerh&Reese, 1996) of the globally rich
in terms of our consumptive, polluting and war memgg habits it would not be prudent
for intersectional action to promote further gre@d over-consumption instead of
sustainable alternatives. A global system thateetspand honouveryoneand that
more equally distributes the global resources rszagg0 meet basic needs, is ideally
required.

Resisting the urge to reproduce horizontal oppoassieans that people can also
become aware of how they/we are unwittingly imgkckin systems of oppression. Lorde
(1984) has famously warned against using the magtals to dismantle the master’s
house, and Ferguson (1984) likewise discussed wamaehusion in their/our own
oppression through adherence to bureaucratic fofragganizing. Like Fanon (1967),
this theme was taken up in Freire’s early work @0@v. ed.), where he discussed how
people internalize oppression through daily livingpppressive societies:

The oppressed suffer from the duality which haalesthed itself in their

innermost being. ... They are at one and the sanethemselves and the

oppressor whose consciousness they have interdalizeéOnly as they discover

themselves to be ‘hosts’ of the oppressor can ¢bejribute to the midwifery of
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their liberating pedagogy. As long as they liveha duality in whicho beis to

be like,andto be likeis to be like the oppressathis contribution is impossible.

(Freire, 2003, p.48) [emphasis in original]

Through internalizing, accepting, and normalizihg bppressive behaviours that
surround us, we in turn become unconscious condtigppression. As McDonald &
Coleman (1999) maintain, “ ‘the oppressor withiatk of us can be said to be socially
conditioned to ‘act out’ the oppression perpetratpdn us, much in the same way that an
abused child who has not been able to heal or wankgh their own experiences may
become an abusing adult” (p.31). Similarly, theaapt of internalized oppression helps
us to understand why new generations of feministdiding both feminists ‘of colour’

and so-called ‘third wavers’ have rejected repressiements of ‘second wave’ feminism
(Mann & Huffman, 2005).

As | have stated elsewhere, as educators we “radittanes be vigilant so as not
to reproduce the very hierarchies we aim to disteafEtmanski & Pant, forthcoming
2007, Paragraph 6). This means that we can wodewaloping an awareness of the
ways in which we, ourselves, are oppressors andesiynwork to overcome this
socialized propensity toward domination and uncmscreproduction of oppression.

Mann & Huffman (2005) have attributed increased hera of “self-help groups,
feminist therapies, and feminist spirituality” (f)8 particularly in the 1980s and 1990s,
to an exploration of how internalized oppressigmreduces itself and a desire to
overcome it. Such activities tend to position peaddransformation as the foundation for
social change. While | will discuss this furtherAot Four, for now | will suggest that

one should not become overly focused on the indalidThe personas political; the
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rationale for working through internalized oppressis to not reproduce violent
hierarchies in personal relationships and througiguided political action. | believe that
a balance is needed between working on internalineldexternal sources of oppression;
action uninformed by reflection and theory can lmeeanintentionally harmful or
oppressive, while too much self-help can becomfecssitred, apolitical navel gazing.

A balanced, symbiotic, and energizing relationsiepveen reflection and action
is the essence of praxis (Freire, 2003). It is aksential to what Arnold, Burke, James,
Martin & Thomas (1991) refer to as the ‘spiral desmodel’ for experiential education,
an iterative process for group consciousness-gagna action informed by theory and
reflection. Were an intersectional approach tooacto create spaces for self-reflection,
healing, and overcoming internalized oppressioa résult might enhance people’s

capacity to work for better informed social transgfation.

Embracing Intersectionality: One of Many Ways Forava

In the above discussion | have alluded to sevegist challenges and dangers of
an intersectional approach. These include the patdar fractured social movements,
the difficulty those with unique intersections fananobilizing political support, the fear
of losing all the history and territory gained kgyious structurally-oriented movements,
including the fear of giving up power and resourtesther marginalized groups. | have
also suggested that instead of increased competiid isolation, such challenges call
for increased solidarity, cooperation, and empatinpngst marginalized people and
groups. Action based on mass solidarity that takiesaccount the inherent need to

respect all stakeholders will undeniably be a ghoacess. As intersectionality posits that
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we consider the multiple dimensions of power andilpge, it follows that moving
forward with an intersectional approach includedtiple ways of organizing and acting.
The following is but one example.

In her conversation with Roxanna Ng, Jeannette &ong (2005) describes the
Okanagan Nation’s concept Bhowkin.Both a process and a principle used in decision-
making,Enowkinrefers to building consensus.

But it's not consensus as understood by the diatpdefinition, or the way that

it's used today, which seems to mean everybody ogitm an agreement, the idea

being that if everybody sort of agrees with eadteothen they've reached
consensus. Well, when we talk about that prinagblEnowkin,we’re saying that
everybody doesn’t have to come to an agreementhhtieverybody recognizes
the common ground upon which our differences @stwhen our traditional

chiefs used to call fdEnowkinthey were asking people, when there was a

decision to be made or a choice to be made, tegatether with the realization

that each person has a different interest. (Armgt& Ng, 2005, p.31)

As all members of the community will be affecteddmynmunity decisions, the broadest
range of views should be solicited and heard sothigadecision can achieve maximum
benefit.

Expanding on the principle &nowkin,Armstrong adds that at an individual
level, it is each person’s responsibility to adyvseek out the view we perceive to be the
most different from our own and attempt to commatecacross that difference. In this
way difference, like biodiversity, is constructeslreormal and an essential and enriching

element of humanity.
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When we do not operate from the philosophical ithked difference is not only
natural but of critical importance, where are weraping from? In other words,
where are we operating from if we do not start wiité view that your difference
informs and enriches me, gifts and honours me®@tlrm, it is my responsibility
to try to figure out a way to incorporate that dréfnce so that we can build on it.
By the same token you have the same responsitoliggird me if we're in this
together, if we're in the community together. (Atrosig & Ng, p.32)
While mindful not to appropriate a concept of whidiave limited experiential
understanding, as a guiding principgigowkinseems to me to reinforce the idea of
intersectionality. It encourages overcoming stefees$ about the ‘most different’ Other
in order to find points of connection and work alidarity. Assertions such as these even
begin to question the Left/Right political binanywhich many activists are deeply
entrenched, an assertion that feels risky indeetl. & we potentially have points of
connection and points of difference wélierymember of the human race, the corollary
of an intersectional approach is an acknowledgrtiezitwe are all connected and inter-
dependent in our shared global community, on aeshpllanet. Learning the principle of
Enowkinat a community level might be instrumental in figg out how to work in
solidarity to affect change at a global level ad.we
As | understand it, the action that stems fi&nowkinrests on the development
of relationships. Relationships can not only gige to understanding, but also to a sense
of reciprocity, trust, and a desire for communiggtbrment. In addition to language-
based communication, experiential learning methpaddijcularly arts-based methods, are

well suited to developing relationships, as willdiscussed in Act Five. The theatre-
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based research described in this dissertationasvaty that a group of people
intentionally came together across difference tokwioward change in a specific

community: the University of Victoria.

Summary

This Act has traced the emergence of intersectianalyses via social conflict
and critical theories. It has outlined practicahltdnges in terms of policy and action, as
well as conceptual challenges in terms of the pise toward binary thinking. It has
also argued for the need to rid ourselves of irtkzad oppressions in order to work
toward liberatory collective social change. Finaityhas presented a way forward
through consensus, relationship, and the arts. iAdevdiscussed particularly in Act
Twelve, the need for an intersectional analysiwelsas the challenges of
intersectionality became increasingly importantresresearch progressed.

While this Act has given an overview of the defonits, debates, challenges, and
potential embedded within the concept of intersediity, it accounts for only part of the
theoretical contribution of this research. Thedwling Act discusses the second key

concept: transformative learning.
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Act 4 Transformative Learning
Liberation is thus a childbirth, and a painful oriéhe man or woman who
emerges is a new person, viable only as the oppreggpressed contradiction is
superseded by the humanization of all people. Quutat another way, the
solution of this contradiction is born in the labehich brings into the world this
new being: no longer the oppressor nor longer oppeel, but human in the

process of achieving freedo(kreire, 2003, p.49)

| open with this quote by Paulo Freire becauseseéffully connects the previous
Act to this one; that is, it connects the concdphtersectionality to the concept of
transformative learning. In the previous Act, | jposed that an intersectional analysis
helps us to understand that oppression exists Inpteuformations, that in any given
situation we can be both an oppressor and oppreshedurpose of such an analysis, of
course, is not simply tonderstandhe nature of oppression, but to transform it—both
within ourselves and within our global society. éed, this is the purpose of
transformative learning. Yet, as Freire suggesteziprocess of liberation—of
transformation—can be painful. It is a reconstantof self that involves pain just as
much as it involves the joy of becoming more fiilyman.

This Act introduces the reader to the theory afigfarmative learning. In
particular, it draws from Mezirow’'s (1991) idea‘pérspective transformation’ and how
this has been applied to cross-cultural learnirgytae arts. It gives an overview of the
pedagogy of transformative learning and then rsltiies pedagogy to a discussion of

how spirituality is framed in transformative leargiliterature. It then takes a more in-
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depth look at how a deep love of humanity motivatassformative pedagogues. Finally,
it draws to a close by connecting the previousudison on intersectionality with

transformative learning.

Mezirow’s Contribution: Perspective Transformation

During the early 1970s, a woman by the name of Biearow, who had spent
many years away from formal schooling, made thésdectto pursue an undergraduate
education. Through this educational experiencegBdeerspective was so transformed
that she subsequently made significant changesrififestyle and career. Witnessing this
transformative process fascinated and enlightere#’ & husband, Jack Mezirow—so
much so that he was inspired to undertake a natid8ebased study about women, like
his wife, who similarly decided to return to coleegnd the work force (Mezirow, 1991).
This study made a landmark contribution to the thed transformative learning, at the
heart of which was the concept of perspective foarmsation.

As an adult educator, Mezirow’s ideas were shapetthdories and history of his
field and as such, perspective transformation sngasimilar relationship between
reflection and action as | mentioned in the presiégt: both praxis (Freire, 2003) and
the spiral model of experiential learning (Arnodd,al., 1991). In his own words,

Perspective transformation is the process of bemgmritically aware of how and

why our assumptions have come to constrain theweagerceive, understand,

and feel about the world; changing these structofésbitual expectation to

make possible a more inclusive, discriminating, emegrative perspective; and,
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finally, making choices or otherwise acting upoesé new understandings.

(Mezirow, 1991, p.167)

This three-tier process of developing critical aogsness, undergoing perspective

transformation and taking action was further elabext through the use of a ten-phase

model.

Based on his fieldwork with the women returningtodies or the work place,

Mezirow suggested that ten possible phases of petigp transformation were as

follows:
1. A disorienting dilemma;
2. Self-examination with feelings of guilt or shame;
3. A critical assessment of epistemic, sociocultwalsychic assumptions;
4. Recognition that one’s discontent and the procéssuwasformation are shared
and that others have negotiated a similar change;
5. Exploration of options for new roles, relationshipad actions;
6. Planning of a course of action;
7. Acquisition of knowledge and skills for implemergione’s plans;
8. Provisional trying of new roles;
9. Building of competence and self-confidence in neles and relationships; and

10. A reintegration into one’s life on the basis of ddions directed by one’s new

perspective. (Mezirow, 1991, pp. 168-169)

Through this model, Mezirow was able to make sexas@nly of his wife’s experience,

but also provide a template from which adult edoisatould design potentially

transformative pedagogy.
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It is worth paying some attention to the startioghfr the first phase of
experiencing a disorienting dilemma. Like Freiree2fow (1991) cautions that the
circumstances that lead to perspective transfoanatan be painful because “they often
call into question deeply held personal valuestaneaten our very sense of self’ (p.
168). Mezirow points out that perspective transfation can begin as a result of a series
of smaller disorienting dilemmas, or “in responsamn externally imposed epochal
dilemma such as death, iliness, separation or devarhildren leaving home, being
passed over for promotion or gaining a promotiailing an important examination, or
retirement” (p.168). In other words, the devastabn ethically challenging experiences
one inevitably encounters throughout a lifetimetaonthe potential for transformative
learning. The reader may be familiar with the mialgical image of a phoenix risihy
from the ashes; in this sense, perspective tramsfioon is akin to a similar kind of
creative destruction and rebirth.

Mezirow does not contend that perspective transitionmustbe the result of a
painful experience, however. | will discuss twoeatkinds of events that can ultimately
result in perspective transformation that relatthte study. These include interaction

with various art-forms and immersion into a newterd.

Interaction with Art
Critical theorists, such as Marcuse, have arguatdat with no overt political
agenda can invoke critical consciousness and threrehould be considered a potentially

dissenting force. Marcuse (1978) contended thataation with various art forms can

% For a different use of this metaphor, see Grekh(E993),Re-forming and re-valuing educational
administration: Whence and when cometh the phoenix?
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create an intense aesthetic experience, or ‘shwlekleby the onlooker comes to
understand the subjection of truth in everyday aepee. This aesthetic shock can cause
a desire to “explode the given reality in the narha truth normally denied or even
unheard” (Marcuse, 1978, p.7). In other words,gbeential for perspective
transformation and revolutionary inspiration isfidun the interaction between an
individual and *high’ art, not necessarily art wah overtly political intent.

This preoccupation with individual consciousness amphasis placed on non-
political art forms presents a significant challernig the adult education movement.
Brookfield (2002) argues that if adult educatorns oaove away from the tendency to
negatively evaluate ‘high’ art as a privileged foofrself-indulgence, we could entertain
the possibility that “a powerful, private, estramgiresponse to a work of art is a
transformative moment for adult learners” (p.26i@)comparison, because openly critical
artistic expression—and Brookfield specificallyestAugusto Boal’'Jheatre of the
Oppresseds an example—is necessarily grounded in “aniagistiscourse of political
reform” (p.268) it cannot create a truly novel evelutionary experience. This insight is
important because it distinguishes between a marafagocial change that seeks reform,
versus one that seeks revolution—a topic expounged in Welton (2001).

One of the key weaknesses of Marcuse’s aesthetryths its dualistic division
between ‘high’ and ‘low’ art forms, where one formevitably has more emancipatory
potential than the other. Not only does this dosisieinforce the longstanding classed,
gendered, and racialized hierarchy in the art wibvéd feminist aesthetic theorists have
fervently critiqued (i.e. the hierarchy that deteres what counts as high, good, beautiful

or simply ‘art’, see, for example, Bovenschen, 198ppard, 1984; Nochlin, 1988), it
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also erases from discussion the reasons why othfarans are considered potentially
liberating.

Advocates of art as a liberating force have corstdiarguments from several
standpoints. For proponents of interventionist paptheatre (such as Forum Theatre as
described by Boal, 1998; 1979), it is not the passeception of a play that is potentially
liberating, but the critical anghysicalengagement with its content (i.e. a spectator
coming on stage to replace one of the characteas attempt to change the course of
events). In practising their ideas with real peaph® have real experience with the
issues, the spectators can examine which idedeasible, which are not, and why.

For other popular educators, quite simply, theo&cteating art demystifies the
otherwise highly regulated or elite art world asdherefore potentially liberating
(marino, 1997). Still for others reminiscent of Mase, the arts need not serve any
utilitarian purpose: as humans need both ‘breadrasel’ to flourish, access to the arts
should be a fundamental right in self-proclaimirgefand democratic societies
(Thompson, 2002).

The angle from which one approaches the aesthgterience, for me, was not
the key theoretical puzzle at the outset of thégaech. | was and still am willing to
accept that for Marcuse’s subject, a moment oflisighrsonal introspection may be
pivotal, whereas for Boal’'s ‘spect-actor’ persomahsformation may occur in the
context of collective action. All art forms, inclug theatre, have the potential to serve
both dominating and subversive roles. The poing ethat aesthetic experiences do
contain the possibility of moving participants bagla rational acceptance of ttatus

guo,which opens the subsequent possibility of actorgbcial change. In this way,
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interaction with various art forms can serve as‘#regestalt” (Huss & Cwikel, 2005,
p.8) or disorienting dilemma necessary to beginptioeess of perspective
transformation.
Clover (2006b) provides an example of the powepasticipatory photography as
a method of transformative learning. Artist-actigig/orking in two separate community-
based projects gave cameras to a group of chilgnévictoria) and women (in Toronto).
Both of these groups were encouraged to take phagibg during their daily lives. The
children’s efforts resulted in a photo installatiarhile the women'’s effort resulted in a
calendar. While there were some limitations in ¢hgiojects’ respective capacities to
influence structural change, worth noting weredfiects the projects had on the
participants.
Through the commitment and push of both the agiisteators, the women and
the children came to see themselves as artists,anew eye for taking,
analyzing, and choosing photographs for publicldisprhis new skill has
instilled a much greater sense of confidence infalhe participants that in turn
fosters a type of power comprising agency, skiit] aentity. (Clover, 2006b,
p.287)
Through risk-taking and practice, these childred women began to transform their self-

concepts and see the world in a new way.

Cultural Immersion
As Mezirow (1991) suggested, coming into conta¢hwsi new culture can also

give rise to a disorienting dilemma, as people faifferent cultures may have “customs
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that contradict our own previously accepted presspions” (p.168). Witnessing and
participating in different ways of being in the Wwbcan call into question our firmly held
beliefs and this, in turn, has the potential tpirstransformative learning.

Several volunteer-sending organizations and trgipmegrams for intercultural
awareness alert those about to intentionally embar& cross-cultural experience to the
disorientation that may come from this process.éx@mple, my work with Canadian
Crossroads International and other internationgdizations alerted me to various tools,
including the ‘cycle of cultural adjustment’ ancktiiceberg model of culture’ (Centre for
Intercultural Learning, 2006) or, in literary terntise ‘hero’s journey’ (Campbell, 1968).
Over time, as we become increasingly familiar vaithew culture, we go from a state of
blissful ignorance, not knowing that we don’t kndw the disorientation of knowing that
we don’t know something, but not being able to fegaut what is going on around us—
what it is that we don’t know.

The cycle of cultural adjustment suggests thatmhly, as people stay in one
place and continue to learn, we begin to underssante of what we did not know before
and regain a little of the confidence lost throtigh process of disorientation.
International students or others on short ternriaional placements take those insights
back home with them and learn how to integrate thontheir home identities. People
who relocate permanently to a new place becomeasangly aware of the new culture
and can sometimes achieve the same level of clliteracy as locals, though they will
always have the knowledge that differantmalsexist.

Viewed through the frame of transformative learpnwg can see that cross-

cultural interactions are rich opportunities forgeective transformation. However, these
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tools, like Mezirow’s ten phase model, should netdken as prescriptive—no two
people are alike and some international interrevelsupported claim their experience
contains several cycles, rather than one overagatyaole of adjustment. For others,
though, learning about these models has proveg teety useful simply because they
acknowledgehe struggle of adjusting to a new culture andugh this
acknowledgement people do not feel as isolatedain pain. In this way, cultural
adjustment models acknowledge some of the strubgtecomes with perspective
transformation.

Chamberlin-Quinlisk (2005) rightly points out ttihe potential for perspective
transformation through cross-cultural interactidogs not necessitate travel to another
country. Especially in nations that attract immigsafrom around the world, there can be
equal immersion in diversity ‘across the streetthese can be ‘across continents.’ This
“access, however, does not translate directly apoortunity” (p.470). This study
intentionally connected third and fourth year ungviy students in her course on
Intercultural Communication either to first and @ed year ESL students in a
Composition and Rhetoric course, or to co-workeesghbours, or parents of friends.

Chamberlin-Quinlisk found that such intentional geations often led to
perspective transformation that had ripple effatisther parts of her students’ lives.
From evidence that many of her students’ assumptmal prejudices were brought to the
surface through these encounters, she relates shefents’ experiences to
transformative learning. Students were subsequéethgr able to reconstruct a new

identity and “reposition themselves as membersiaheercultural community” (p.477).
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Meaningful, intentional, respectful dialogue witbgple they perceived as ‘other’ helped
these students to overcome some of their fear eedmination around difference.

While | am able to generalize insights from Charhbe®uinlisk’s study to
Canadian classrooms and neighbourhoods, some guestimain about who benefits,
and how, from such encounters across difference.dBita she analyzed came from her
own students only, not from the ESL students omitighbours and colleagues who
became the students’ partners in this exercishdtld be noted here that her students
were not described as coming from one ethnic grthgy, came from a variety of ethnic
backgrounds, as did their learning partners.

In their journal entries and class discussions,éwan, these students claimed that
their partners also reported some benefits oudttil changes. For example, as a result
of this course, one student initiated a conversatith an immigrant colleague in his
workplace. This initial conversation between twole gradually led to more congenial
relationships in the workplace:

Since | began talking to [my immigrant colleaguejrenconsistently, my

coworkers also would begin to talk with him. It eddup getting to the point

where he would walk over to our side for somettang everyone would kid

around with him and be very friendly. (ChamberliniQisk, 2005, p.476)
Similarly, another student discussed how her |legrpartner was frustrated with how
some people treat him due to his limited abilitgkpress himself well in English. This
learning partner admitted to overcoming some obka personal prejudices: “He said
that he should learn more because some things¢hatrned from me made him start to

think that [he] was stereotyping all Americans™4(f6). As the student was a young
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mother with over fifty body piercings, she impligtht some of her learning partner’s
stereotypes may have related to an assumptiorstiraeone like her’ was not capable of
being a good, responsible mother. Though the alwwexamples were secondary data
reported via the students’ interpretations, thexentheless suggest that both parties (in a

relationship across perceived differences) cannpetéy benefit.

Pedagogy of Transformative Learning
Mezirow’s work on perspective transformation hasrbeidely applied in adult
education circles, where educators aim to desigagegy that intentionally causes
learners to experience a disorienting dilemmasafa environment. As Clover, Follen &
Hall (2000) contend:
Adult education must take into account the strigguand practices of exploitation
and more deeply explore the beliefs citizens héaithemselves, their
workplaces and communities in terms of how these lie@en shaped. This also
requires examining the ways in which educationtimsbns and systems have
reproduced social inequities. (p.13)
The main challenge of applying Mezirow’s work hagb in drawing a connection
between the individual and society, between bebef$ the organizations in which these
beliefs have been shaped.
Critics have pointed out that Mezirow’s original kkaeglected “the relationship
between individual and social transformation (Titsi2005, p.108). Similarly, and in
light of the above discussion on the perspectivie gfat can occur through cross-cultural

relationships, discussions in anti-racist circlagenbeen questioning how to move
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beyond individual awareness to action. There hags beuch discussion about how
‘white’ people can contribute to anti-racist striegg for instance Rothenberg’s (2002)
edited collection on ‘white privilege’. McIntosh(2002) influential work on ‘unpacking
the invisible knapsack’ of privilege has helped snpaople understand how “whites are
carefully taught not to recognize white privilegs, males are taught not to recognize
male privilege” (p.97). Through work such as tltiss generally acknowledged that
people racialized as ‘white’ should develop an @nass of their unearned privilege as a
starting point for acting against racism.

Yet, a significant critique has been launched taWweonfessional’ anti-racist
strategies that encourage ‘white’ people to “comf@sd apologize for their unearned
privileges, which does little to dismantle the stures of white supremacy” (Lee & Lutz,
2005, p.19). | would add that neither do such m®damantle inequitable organizations
resulting from other, intersecting aspects of opgian.

Drawing from Derman-Sparks’ (1994) model of ‘iddiatole stages of self-
development in confronting racism,” McDonald & Colan (1999) further suggest that
anti-oppressive work takes on different forms adowy to where people are positioned in
structures of privilege. The model they discussssentially three-fold. It includes 1)
acknowledging the intentional or unintentional hatame to others, or the harm that has
been done to ourselves; 2) moving through the ematistates involved in this
acknowledgment (e.g. pain, guilt, shame, angeg,rdgspair); and 3) creating a new,
politicized, action-oriented identity that entaNsrking in solidarity across difference.

The authors propose that the application of tis &tage is different for those with
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privileged attributes, as they overcome the dasfifillavingdoneharm, while others
overcome any denial of havimxperiencedharm.

While continuing to acknowledge the ideologiesaifism, homophobia, ableism,
sexism and so on, a more nuanced, intersectiopabaph would imply that for
transformative education models such as these &fféetive, we should acknowledge
both the ways in which we have done harm and thgs\wawhich we have experienced
harm. As | have already quoted from Freire (2008),goal is to become a “new being:
no longer the oppressor nor longer oppressed,buah in the process of achieving
freedom” (p.49). Then, of course, as this new b&mrgnust also learn how to act.

As was suggested in the previous Act on interseatity, it is difficult to let go of
those aspects of oppression we consider to be foradamental. Yet as Ellsworth (1992)
argued and Laramee (2006) implied, the people giézoeived to be in the mythical
centre of privilege—the successful, able-bodiedefme'white’ males—can also be
oppressed by the nature of the very systems inhathiey live and work, for instance, the
‘Universe-ity’ (Etmanski, 2005). In light of thigality, Freire (2003) concluded: “hence,
the radical requirement—both for the individual wdiscovers himself or herself to be an
oppressor and for the oppressed—that the conatasgisn which begets oppression
must be transformed” (p.50). Pedagogical modetsapfsformative learning, then, ought
not to be limited to individual consciousness dndgour change when they can serve to

transform the social systems that create oppressithe first place.
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Spiritual Dimensions of Transformative Learning

Many educators have risked drawing a link betwegantsality and
transformative learning. Here | intentionally uke tvord ‘risk’ because the legacy of
Cartesian dualism, positivism and EnlightenmentkKimg is still upon us in Academe,
where talk of spirituality is strictly forbidden most circles, marginally accepted in
others, and gladly embraced in a few.

While some authors make the link explicitly (Engl& Gillen, 2000; Hirji, 2006;
O’Sullivan, 1999; Tolliver & Tisdell, 2006) othebsoach the subject more indirectly via
ecology (Clover 1999; Clover, Follen & Hall, 2004ijl & Clover, 2003), the arts
(Davis-Manigaulte, Yorks & Kasl, 2006), Indigenauays of knowing (Apffel-Marglin
with PRATEC, 1998; King, 1993), religion (Fleisch2006), hope (Freire, 1992;
Lander, Napier, Fry, Brander & Acton, 2005) andddfreire, 2003; Guevara, 1965;
hooks, 1994a). Furthermore, these dimensions afisgdity are not, of course, mutually
exclusive; educators can and do draw upon any auatibn of these to promote
transformative learning.

Not to be mistaken with religion, Tolliver & TisdéR006) provide a useful
definition of spirituality as it applies to transifieative learning. They suggest that
spirituality

is about meaning making and a sense of wholeneating, and the

interconnectedness of all things. Spirituality iiedent from religion; it is about

an individual’s journey toward wholeness, wheredigjiions are organized
communities of faith that often provide meaningfammunity rituals that serve

as a gateway to the sacred. But because therspisitaal dimension to all
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religions, spirituality and religion are interreddtfor many people, particularly if

their conscious manifestation of spirituality takggce primarily in the context of

an organized religion. (p.38)

While the act of religious conversion itself canftaeaned as a radical perspective
transformation (Fleischer, 2006), for the purpokthis study, | am more interested in a
spiritual transformative learning that assistsrieas (both teachers and students) to come
to understand their more authentic selves andrfost&tionships based on this
authenticity (Cranton, 2006, p.5).

Davis-Manigaulte, Yorks & Kasl (2006) posit thajpegssive ways of knowing
(e.g., the arts) can serve to foster this kindutfh@nticity because they can bring into
consciousness elements a person’s identity fronslwtiiey might otherwise not think to
draw. Because we are trained to do so, we tendrtpartmentalize different aspects of
our identity for separate occasions and this aait bur ability to engage in authentic
relationships. Moreover, the reality of inter-peraband structural power differentials
can further inhibit authenticity.

Nevertheless, expressive techniques such as theartaccelerate the process of
getting to know each other or building group trastve can “learn about each other in
ways that [do] not come out when [we simply askdhestion], ‘tell me about
yourselves’ ” (Davis-Manigaulte, Yorks & Kasl, 200%30). That said, Cranton (2006)
warns that there are structural constraints—exligrimposed policies, human
limitations, and the reality of power dynamics—tpag¢vent or undermine authentic

relationships in the classroom and that these dhmeibpenly discussed with students.
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The simple fact that educators actively seek tatereonditions for
transformative learning, particularly spiritual feang, also raises some ethical questions.
For Ettling (2006), such dilemmas come from an ustadeding that “altering basic
assumptions is fraught with fear and resistance aeen the outcome may be a desired
expansion of consciousness” (p.59). This understgridads to questions such as:

Do educators have the right to ask people to exauaa change their basic

assumptions as part of our educational programef@dl&lone expect learners to

seek this kind of learning experience? Is it justifto pose real-life dilemmas that
force examination of one’s life story and lived@asptions? And do adult
educators have the expertise to lead participantsiggh the transforming

experience? (Ettling, 2006, p.63)

Similarly, through her practice, hooks (1994b) nedsi educators of the responsibility
that comes with authority: “commitment to engagedggogy carries with it the
willingness to be responsible, not to pretend phatessors do not have the power to
change the direction of our students’ lives” (p.20he power differentials of a
classroom, as well as the knowledge that perspettnsformation can be a painful
process, not only hold educators accountable far Httions, but above all else also

point to the need for a profound ethic of carel{@h, 1982).

Transformative Pedagogy as an Act of Love
While most of the literature on transformative teag relates to pedagogical
strategies, we should bear in mind Mezirow’s orgjimspiration from women, including

his wife, who, in the act of returning to Univeysitinderwent a significant change in
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perspective. This change did not occur simply tghoexposure to one classroom setting
alone, but as a cumulative effect of their expersn

As hooks (1994b) admits, students do not alwaysyemgr courses: “often they
find my courses challenge them in ways that arglgaesettling. It took time and
experience for me to understand that the rewardsghged pedagogy might not emerge
during a course” (p.206). Moreover, it has alrebdgn discussed that a wide range of
experiences can cause a disorienting dilemma imgjudhturally or externally imposed
events, such as art, cross-cultural immersion hdelatorce, work-related promotions or
the lack thereof. In this sense, while educatorg wiah to create the conditions of
transformative learning within their classroomsegi that disorienting dilemmas can
potentially occur at any time, place, or spaceywweld be wise to develop skills for
supporting transformative growth outside the clagsr as well.

Inevitably, individual educators and learners walgotiate boundaries in different
ways, and Cranton (2006) gives several examplédsest. She adds that “to be authentic
and develop authentic relationships, it is impdrthat teachers not contradict their
values or their philosophy of teaching in this esp (p.9). For some this will mean
respectful distance, for others this will includditiay dinners. hooks (1994b) has
“preferred to schedule lunches with students” (p)26lere the lines between teacher,
friend, counsellor begin to blur and these fuzzyrmaries can at times be uncomfortable
for both instructors and students alike.

Educators such as Freire (2003) trust that indadglgan overcome such
discomfort if the connection is fundamentally basach deep love of humanity:

“dialogue cannot exist ... in the absence of a protbleve for the world and for people.
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The naming of the world, which is an act of creatmd re-creation, is not possible if it
is not infused with love” (p.50). In this senseg #ct of being a critical educator—an
educator who carefully and respectfully suppodsgformative learning—is in fact an
act of love.

Freire is not the only revolutionary educator teapof love, however. He cites,
for example, Che Guevara’s famous quote: “Let nye wéh the risk of appearing
ridiculous, that the true revolutionary is guideddtrong feelings of love. It is impossible
to think of an authentic revolutionary without tijsality” (cited in Freire, 2003, p.89.
This sentiment was also expressed by Martin Luttieg Jr. (1963) in his ‘letter from
Birmingham jail’: “The question is not whether walie extremists, but what kind of
extremists we will be. Will we be extremists fotdar for love?” (King Centre, 2004,
p.6 [Paragraph 27 of document]). | imagine thaséh@en’s wisdom came, in good part,
from listening to their mothers.

hooks (1994a) also states that “it is in choosowg] and beginning with love as
the ethical foundation for politics, that we arstygositioned to transform society in
ways that enhance the collective good” (p.247). &seribes how the success of the
Civil Rights movement in the United States can thebaited to Martin Luther King, Jr.’s
above-mentioned choice to love. “He had the praphesight to recognize that a
revolution built on any other foundation would Tg.244). Through a deep love of
humanity, even humanity in its most ugly manifastat, people can overcome the urge
to dominate and oppress and choose a differenfevasard. Perhaps the revolutionary

potential of transformative learning is found ie tourage to love.

! A translation of his original speech is availabfgine on multiple websites, for example, cited in
references under Guevara (1965). This quote isdfdmi$ection 14 on Love and Living Humanity,
Paragraph 1.
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Summary

As has been described in this Act, the disoriendilgmmas that can spark
transformative learning can occur both intentionallthe context of an explicit learning
situation (i.e. classroom) and unintentionallyhe taily struggles of the human
experience. Educators can use the arts or intaltevass-cultural settings to foster
perspective transformation, being mindful of thieiet of potentially provoking spiritual
growth. The desire to become a critical, transfdiveaeducator was linked to a deep
love of humanity.

Drawing from the discussion on intersectionalitysiunderstood that people can
at once be oppressors and oppressed, but thaddliy of power differentials is exerted
through structures and relationships. Through &ersectional approach to
transformative learning, it becomes necessarydogmize the reality and implications of
complex power dynamics while simultaneously workindgoster points of connection.
These two concepts suggest that the transformafioppressive social structures can
begin through authentic relationships. With thia@eptual foundation solidly in place, it

Is time to move on to a discussion of Methodology.
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Act 5 Methodology

In May 2004, the University of Victoria’s Faculty Bducation hosted the joint
international conference of the®®dult Education Research Conference (AERC) and
the 23" national conference of the Canadian Associatiorthfe Study of Adult
Education (CASAE). The theme of this conference Aaslt Education for Democracy,
Social Justice and a Culture of Peace and, iniaddib the paper presentations,
roundtables and symposia, this conference incladadbstantial art exposition. As part
of the research described by Clover (2006b), | thascurator of this socially-oriented art
exposition that integrated quilts, mosaics, intevaanstallations, photography, theatre,
and much more.

Nineteen pieces of work that ranged in size froemall book to a clothesline
strung across the main conference foyer were ieclahd these pieces represented the
efforts of thirteen individuals and five collectss&om across Canada and several more
from New Zealand. Some of these pieces were patademic research in Education,
others were the result of community groups’ work atill others were the works of so-
called individual ‘artists’ in a more traditionadrsse of the word. During this conference,
however, the lines between these categories waresdland all were represented, side
by side, in the official conference proceeding{@r with Shinaba & Etmanski, 2004).

The intersecting space between art, research, golnceommunity development
and activism is the methodological space | embragearry out this research. In fact, it
was necessary for me to establish an identity am @& these areas to complete this
participatory, action-oriented, arts-based studhenFaculty of Education. Some of these

identities were already familiar, others, in park&r the one of ‘artist,” took a more
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concerted effort to learn. In embracing these @pgring identities, | am following in the
footsteps of researchers in an ever-emergent meftbgidal field known as arts-based
research, a methodology | discuss here. To begididtussion, | open with an overview
of action-oriented and participatory approachezsearch. | then look at arts-based
research (ABR) in more depth, drawing links toaartmethod, arts as representation and

the multiple forms of validity of such an approach.

An Orientation toward Action and Participatith

Action-oriented approaches to research draw frdomoad spectrum of
methodologies and methods and build on traditiom® fmany parts of the world. The
epistemological and ontological claims are gengthlht knowledge is co-created
through the research and that the point of resaancbt merely to understand the world,
but tochangeit. Research approaches related to participagsgarch include,
participatory action research (PAR) (Hall, 200102)) community empowerment
research (Ristock & Pennell, 1996), community actesearch (CAR) (Reitsma-Street,
2002; Reitsma-Street & Brown, 2004; Brown & ReitsBtaeet, 2003), as well as various
other participatory evaluations (Clover & Harri®08), budgets and appraisals.

Participatory Research (PR) as conceptualized By Adult Education
practitioners, particularly educators in the gepbra South, is an approach to research
that developed largely outside of and in opposit@macademic institutions. It has a
particular history rooted in the work and strugglésnarginalized peoples, largely in the

Majority World (Brown & Tandon, 1983; Carroll, 200Reason & Bradbury, 2001,

12| elaborate on this discussion in my forthcomimlgcation in collaboration with M. Pant in the Joal
of Action Research (Etmanski & Pant, forthcoming0?2).



71

Wallerstein, 1999). PR is both an action-orienegkearch methodology and movement of
international solidarity. The early work of indiwdls such as Julius Nyerere, Marja-Liisa
Swantz, Orlando Fals Borda, Rajesh Tandon, Budddta many others critiqued the
‘monopoly’ universities held on the production asahtrol of knowledge through

research (Hall, 2001). They argued that profes$®maal scientists ‘mined’

communities for ideas to advance their own careetsed research to inform decision-
makers of policies and development interventi@msnotwith, the people they

researched (Hall, 2002). Instead, participatorgaeshers promoted the ability of
grassroots people to create their own knowledgensoild to solve their own problems
through participatory research processes.

Historically, a distinguishing characteristic ofghradition of PR is the specific
usage of and weight given to the wgalticipatory. The extent to which research is
participatoryis relative to theontrol the beneficiaries of the research have over the
whole research process: from problem-definitioddta collection, analysis, and
dissemination of findings. PR is sometimes con@ka®a “natural and common way of
working in communities” (Hall, 2001, p.174), anthétterm ‘researcher’ can refer to both
the community or workplace persons involved as aglthose with specialized training”
(Brown & Tandon, 1983, p.279). In this traditidhe strategic, political, and educational
work of activists in grassroots social movementg.(¢he Women'’s, Civil Rights,
Aboriginal self-determination, Environmental, anablour movements, as well as the
work of organizations such as Headlines Theatne)often be framed through the lens of

PR.
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More recently, the practice has become increasikigbyvn and integrated with
other action-oriented, people-centred, communitgeldaand feminist approaches to
research that were emerging at the same time ar p#rts of the world. The distinct
tradition of resistance to the Academy has givey twwanulti-faceted and critical
approaches to participatory, action-oriented retedfor example, in line with
intersectional analyses, communities are lessigteallly perceived as homogenous
entities devoid of their own systems of privilegel@appression.

As a result, a more complex understanding of tmernsanities in which
participatory approaches to research are prachiasdaken shape (Israel et al, 2003,
Kothari, 2001, Maguire, 2001, Reitsma-Street & Bnp®004). While diverse
community members may work in solidarity to achiev&pecific goal, participatory
researchers should seek to understand internalrpbmamics to run a lesser risk of
solidifying gendered, classed, racialized, and rokimeds of hierarchies through the
research process (Israel et al, 2003, especialgidtussion on “who is the
‘community,” p.60).

Questions around ownership and control of the rekegenda continue to be
particularly salient in this approach to research:

Who initiates? Who determines salient questions® détermines what

constitutes findings? Who determines how datalvéltollected? Who

determines in what forms the findings will be madélic, if at all? Who
determines what representations will be made dfgyaants in the research?

(Lincoln & Guba, 2000, p. 175)
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In ideal forms of participatory research, the lbetween researchers and participants is
blurred, with participants-as-researchers ownindjiarcontrol of all parts of the research
process. However, for a doctoral project, the ansavenost of the above questionstise
doctoral student researchefo resolve this dilemma, Brown & Reitsma-Str&q3)
theorize that as a research process evolves, $sualet practitioners sometimes “name
what they do as CAR ... while inside a project” (p.@Srael et al, 2003 further offer that
“participation in all phases of the research dagsmean that everyone is involved in the
same way in all activities” (p.63). Along thesee it is interesting to note that in
positivist forms of research, control was seereating solely in the hands of the
researcher. Lack of control over the research wan 8 undermine claims of scientific
objectivity and validity. Now, relinquishing contrcan lend validity to a participatory
action-oriented study.

While this project set out to incorporate elemaeritparticipation and inspire
action, in the interest of maintaining the integof the practice, | did not explicitly name
it ‘participatory’ research. As will be discussedAct Eight, periods in this research
process lent themselves more freely to authentrodmf participation, where | truly did
give up some measure of control. However, for tigpse of completing a doctoral
degree, | have framed this @sibedded participatory researehthin the larger
methodological framework of an arts-based studyth\Wiis understanding of my
orientation toward action and participation in mihdow begin an overview of arts-

based research.
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Arts-Based Research

Questions around the intersection of art and rekezan be found in many
disciplines, but a key location where arts-bassdaech (ABR) has gained some
legitimacy is in the discipline of Education. Asargident from the 2004 AERC/CASAE
conference described above and theorists suchras KE99) and Clover & Stalker
(2005), Adult Educators have long embraced the(paricularly popular theatre as will
be subsequently described) as a means of invastighe human experience and
stimulating learning. Moreover, a special editidnthee Alberta Journal of Educational
Research (2002, e.g. Butterwick; Neilsen; Conragtfarences) was dedicated entirely to
the theme of ‘Exemplars of Arts-Based Research btiglogies’ and the 2002 Canadian
Association for the Study of Women and Educatios dedicated to the theme of
‘Embodied Knowing.” Neilsen suggested in 2002 thigtvas] only a matter of time
before these discussions moved inside from the imgir(p.206), but in 2007, | am still
waiting. Despite the more common work of McLuha§4) and Postman &
Weingartner’'s (1969) reiteration of how the ‘mediignthe message’ and Freire’s (2003)
exposéof the ‘banking concept of education,” some edusahave been less receptive to
the arts, as is evidenced by standard curriculustiols and universities around the
world.

Nevertheless, a key proponent of ABR is the forRresident of the American
Education Research Association (AERA), Elliot Eis(i©81; 1997). While Eisner
(1997) claims that he has been justifying arts-bassearch since the 1970s, his
Presidential Address at the 1993 AERA conferencmisworthy as “its main theme was

about educational research and its conceptual atldanological orientation” (Phillips,
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1995, pp.72); in particular, its emerging methodatal orientation toward the arts. Other
iIssues raised included “curriculum, the modes of presentation of material by
researchers in their professional papers and lakests in their classroom reports, and
about the evaluation of such material” (Phillip89%, p.71). While | acknowledge again
the fuzzy boundaries between pedagogy, researdilcanmunity development, these
broad themes of method, representation and vakdityoe taken up in the remainder of

this Act.

Art as Method
Unlike the classic mystery story where the deceasadually a stranger or an
unknown quantity to the detectives, all at thishgaing have been close to the
modernist ‘body.” They experienced its previousouig sometimes as
gatekeeping power limiting experimentation butthieo times as a source of
creative tension. (Diamond & Mullen, 1999, p.3)
As suggested by Eisner (1997), arts-based researchee been working to establish
credibility in the presence of the ‘modernist botty’ over three decades. Yet, to put this
discussion in perspective, | will begin by statthgt social scientists have already gained
much territory. It now goes without saying thatisbphenomenao exist and we have a
number of more or less accepted methods for gatpeata about these phenomena:
guestionnaires, interviews, focus groups, obseyaaparticipant-observation, and so on.
The reality that interaction with various creatmedia can also elicit information is taken

for granted by some, revolutionary for others, ahtorrent for others still.
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In citing Eisner’s Presidential Address, althoughiaal, Phillips (1995) reiterates
that “the arts open up domains that might well nenbi@nsparent to us if we worked only
in the ‘linear’ scientific mode” (p.72) in the samay that other forms of science give us
the information necessary, for instance, to flynela The point here is not that one is
better, only that different kinds of ‘science’ a@mplementary as they can reveal
different kinds of truths. As stated by Harris (292he arts give access to “other ways of
knowing” (p.113). To gain a holistic understandofghe world, then, we can start by
acknowledging that all forms of knowing have theégmtial for validity.

Using creative media can bring to the surface prescious or previously
unarticulated concerns and desires (Davis-Manigatibrks & Kasl, 2006). Strange,
beautiful, and unexpected outcomes can take shiape people are given permission to
be creative; for example, to draw (Huss & Cwike€l03), to take or look at photographs
(Clover, 2006b; Gabella, 1998; Roy, 2005), to readrite poetry (Furman, 2006), to
engage in theatre activities (Boal, 1979; 2002 td&wutick, 2002; 2003; Butterwick &
Selman, 2003), or a broad range of other arts-basetia (Clover & Stalker, 2005;
Diamond & Mullen, 1999). The arts access ‘othendéthered’) knowledge that cannot
be so easily accessed via questions and conversdtine.

Arts-based researchers recognize “in the creativegss the integration of
intuitive and rational modes of understanding tigtoengaging the whole of the person
(emotions and intellect) in the process of undeditay” (Simons & McCormack, 2007,
p.297). For example, working with Bedouin womensBi& Cwikel (2005) found that
through their creations with pastels and clay woenen were not only able come to

better understand and subsequently articulate ¢teirconcerns, but working
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collectively they were also able to imagine othesgble realities. Through the
discussion that ensued from their drawings, the @oommunicated concerns that the
researchers believed would otherwise have goneolkrgp

Knowledge that comes through the arts can includgaghy and understanding
and this has been particularly evident in crossdcal environments. The same study of
Bedouin women spoke of how cross-cultural undedstanis fostered when “a specific
story or personal detail is expressed rather thagnvgeneralized ideologies are
expressed” (Huss & Cwikel, 2005, p.10). Althougledfic, these personal stories can
also offer points of connection for others to radag themselves in these stories and in
this way art also becomes “a means of conveyingsrabout the human condition”
(Furman, 2006, p.138). Yet, one should be cautrmigo overstate the usefulness of
creating empathy.

As Gabella (1998) writes,

A little empathy can be deceptive. If we are tdude potent works of art in the

history curriculum, we must push students to loeidnd their first impressions

of human feeling. While the arts may effectivelgdensight into human thought,

intention, and affect, students must also seektierstand the particular context

in which a work of art is produced, lest they (m&g these representations simply

to confirm a stereotypical view of an era. (p.38)
In this sense, practising ‘deep listening’ (Buttek& Selman, 2003) can help to ensure
we fully understand the messages that emerge thrihwggarts.

The possibility that arts can deepen rather tHamihate misunderstandings

gives rise to other thorny issues. In 1995, Pllfjoiblished an extensive commentary on
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(or rebuttal to) Eisner's AERA Presidential Addres®ut the arts in education. He does
make some concessions about the usefulness oftthéoa example after seeing a film
that set the context for a study, “the numericaltes, which [the researcher] also
presented, took on a new interest and significamtais richer context” (p.73). However,
his main purpose is to make several claims agaAB&. While some of these can be
brushed aside as emanating from Phillips’ positr@search tradition, other claims are
worth investigating in more depth.

First, Phillips points out “the potentiabusef the use of film and literature—
for a skilful ideologue or propagandist can usegbeer of film and literature to
convince an audience of some thesis, without eftesufficient logically relevant
evidence; in such cases, the arts are theamtithesisof research” (Phillips, 1995, p.78).
While | would argue that statistics can be usethénsame way, it is for this reason that
the arts are not inherently socially progressivith@ugh they can be such, they can be
equally dangerous when used in advertising and ddineas of socially regressive
propaganda.

A second critique Phillips gives is in referencétemingway’sThe Old Man and
the SeaHere he comments parenthetically,

(The description might induce some sympathy falléar an appreciation of their

nobility, and a wish to help their survival in endared environments, but these

are different and noncontroversial aspects ofditee that | suspect few would
want to question; although | should note that ttierttific article induced
precisely the same emotions in me. Literature isvaenecessary nor sufficient to

raise people’s sympathies!) (Phillips, 1995, p. 76)
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Richardson (1994) traces such thinking to the sexegrth century, where the world of
writing was divided into literary and scientifictegories. “Fiction was ‘false’ because it
invented reality, unlike science, which was ‘trusgcause it simply ‘reported’ objective
reality in a single, unambiguous voice” (Richardsb®94, p.518). Neilson rejects
Phillips’ argument all together by claiming: “Ficti is knowledge. Poetry is knowledge.
The arts are ways of knowing” (p. 208). Post-modbkeorizing and, in particular, recent
discussions around power and the researcher’sihaegresentation have called into
question the positivist monopoly on truth and Ildikcuss representation later in this
Act and again during the Intermission. For nowyistg close to Phillips’ critique, | will
raise the question of accessibility here instead.

To me, rather than strengthening his argument—Igeant that sympathy alone is
not sufficient—such a comment raises questions tatmu knowledge is disseminated.
While he is not alone in being moved by scientiticles, such articles are rarely read
outside of academe, nor can they be read by p&otileut the requisite literacy skills,
including literacy in this case, in English.

In addition to accessibility of knowledge, thisticque raises questions about
accessibility to the means of producing knowledg®.example, because they did not
believe they could argue their points using tecilnieasoning, some artists at the above
mentioned AERC/CASAE conference asked observersad our quilts’ (Clover &
Markle, 2003). In this way,

When patrticipants have the opportunity to porttairtexperience through

different art forms, they often reveal insightstttieey cannot articulate in words.

For people or groups who are less articulate, whomlin different ways, or who
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have different cultural backgrounds, it can be athuseful means of engaging
them ... and offering them a voice. (Simons & McCothy&2007, p.296)
Therefore, not only are multiple data collectiontinogls necessary, so too are multiple

forms of representation.

Art as Representation

Although diagrams, graphs, charts of various kil even some images
(cartoons, photographs, drawings) are generallg@ed as valid means of representing
data within the confines of a text, art alone &srm of scientific representation is still
relatively uncommon outside the disciplines of fares. This is partly because many
people do not have (or do not believe they hawe)eluisite aesthetic literacy to
interpret the validity of the art and partly beaatise usual (and career-demanding)
means of disseminating knowledge are simply nodbmaccodating. In the case of arts-
based evaluation for instance, “few evaluationfjails offer scope for alternative forms
of representation, and sponsors are not always topesteiving creative evaluation
reports” (Simons & McCormack, 2007, p.300).

Although the over-emphasis on disseminating knogeeehtirely in text format
raises concerns for me, the format accepted fotfiction books and articles is also
becoming more flexible, for example, with the paation of the script of my own
performance piece ‘Reframing Alice’s Restauranthf&nski, 2005). Different creative
representations also include Cole’s (2006) ‘Coyute Raven go Canoeing’ written
entirely in free verse, as well as the conversatiformat of articles such as Armstrong

& Ng (2005) and Eisner (1997). Eisner (1997) furtheggests that increased use of
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computer technologies to disseminate researchewable multi-media representations to
become more common.

Other arts-based researchers have described hetvagusing art as method lends
itself to different understandings, representimgliings through creative means also has
powerful effects. Conrad (2002) claims that urtg $egan using dramatic text to
represent her work, “the descriptions [she] wratgally were long, awkward, not at all
to [her] satisfaction. [She] was unable to articiddhe significance of the moments in a
scholarly, explanatory form of writing” (p.256).sAClover (2006b) further suggests, “for
an arts-based researcher, an important part of legig® dissemination is to showcase the
art projects themselves” (p.49). For example, SeniMcCormack (2007) explain how
McCormack used a dance performance as his inaugrafassorial lecture, and how

The messages from the performance were considetsel$o powerful by

members of the audience, that further funding wasiged by the regional health

authority to enable the dance to be performednaraber of other venues with

care staff. (p.306)

Similarly, Furman (2006) uses research poems “toraanicate the emotional and
contextual world of the research respondent ‘efffett and efficiently’ ” (p.137). In this
way “the arts provided another form of communiaati(Harris, 1999, p.113) and in so
doing, provided another means of stimulating leagrand creatively disseminating
knowledge.

Conferences such as the joint AERC/CASAE gatheteggribed in the
introduction to this Act provide other venues fariastallations to be positioned as valid

representations, in particular for the work of stidresearchers. While Elvy (2004)
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complimented her photography with an academic ptasen, Yalte (2004) and Plett
(2004) allowed their installation and quilts to apdor themselves.

As with any representation, art does, of coursee@ofew dilemmas. One such
dilemma stems from the question of the “interpretabf the meaning of images, both by
the creator of the image and the viewer” (ClovéQ&b, p.278). Because research has
historically been concerned with conveyihg truth, art is sometimes perceived as
overly subjective. Yet, with the post-modern tura are coming to understand that we
filter the meaning of text through our own expedesin the same way that we filter art,
which means this argument can, in some contextsrbe circular.

Conrad (2002) argues that using arts-based medize(icase, dramatic text) to
represent findings was in itself a form of intetat®n, as “analysis is embedded in the
process of writing and in the [final] written tex{3.260). Butterwick (2002) further
claims that rather than interpretation being ‘timalfproduct’ of research, it “is part of the
entire research process from problem formulatioprésentation of results” (p.242). In
training students as arts-based researchers, SienMCormack (2007) encourage
reflexivity in their students to address dilemmas tb interpretation. Rather than deny
subjectivity, they teach students to “become canscof [their] values and know where
and when [these values] were affecting in ways dieapened [the students’] insight and
when they interfered with understanding the maentbs” (p.302). Elements of bias
cannot be completely removed from even the mostlgievritten or seemingly objective
text as bias even influences preference in top&thod, and career of author and reader

alike.
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A similar dilemma comes from the possibility thlag¢ tartist’s voice (whichever
medium that voice may take) may dominate overahéte participants or that of the
essence of the data. This dilemma is resolved, wbiatte in participatory arts endeavours
where participants use art to speak for themseérsapject to which | return in Act Eight
and which | demonstrate in Act Nine. However, &s/€r (2006b) described, even in
participatory photography projects, choices areeradund which (often of many)
photos will be used in the final representation.ild/the participants in these projects
chose their own photos, one of the artist-educatoner study talked about the “internal
power struggle” (p.280) she experienced when cimggshotos on the participants’
(children’s) behalf—a struggle | also experienaglich will be described in the
intermission.

In spite of these problematic areas, Eisner (18%é)s five reasons to use
creative means of representation. These includg, fhat the arts enlarge our
understanding. He suggests that the reason to ggec#ic tool is because it does a better
job than others. Despite the potential for steneioty described above, he suggests that
arts are useful in eliciting an empathetic respo8gseond, he argues, the arts can portray
a sense of the particular, and thereby deepenraerstanding of the particular, in ways
that abstractions cannot. Third, he draws attertbdhe potential for ‘productive
ambiguity,” suggesting that “ironically, good resgaoften complicates our lives” (p.8).
Fourth, the arts increase the range of questiodseasged by researchers. Since we “learn
to think within the medium we choose” (p.8), thesaran give rise to questions from

novel perspectives. Finally, he suggests that ttsecan activate and cultivate multiple
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forms of human intelligence. As different researshirevitably possess different skills,
use of the arts can express a broader range ofrhtesaarcher aptitudes.

I will close this section by illustrating the valoédisseminating findings via
creative representations with my own experiencéwBen October 2006 and April 2007,
over 150 people witnessed the live performanceNSHETTLED. After the first public
performance, five possibilities for subsequentgraniances were opened and we were
able to accept two of these invitations. In additibhave distributed over thirty copies of
the DVD of the November performance. The participamd | were interviewed by local
radio and newspapers, as well as several camplisgtidns. | mention these not to
boast, but simply to juxtapose this with the regalitat only a handful of people will read
this dissertation in full and perhaps, if | am lyck few others will pick it up to skim. In
terms of disseminating and co-creating knowledganimccessible forum, it is clear to
me that a performance is more effective than sedisson—and that the work required
for both, though different in nature, was equalgight.

In making this claim | recognize that part of acadeprotocol is the process of
allowing claims to pass as true, valid, justified asubstantiated. Academic
readers/viewers are therefore faced with the dilarofrevaluating what makes a ‘good’
or ‘valid’ arts-based product. From the soliciteal ainsolicited feedback | have received
from friends and strangers, particularly from ingronal students in the audience, | am
confident that the performance was a valid reprtasiem of reality. Nevertheless, for the
purpose of fulfilling my current academic obligats) in the next section | will discuss

the forms of validity applicable to arts-based azsh.
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Validity
Many researchers have challenged us to think aliyiand creatively about
validity claims in research. Traditional concepsaf validity tend to centre around
accuracy, reliability, generalizability, and adhere to method and rigour, for example
prolonged engagement with and persistent observaficesearch participants. Lincoln
& Guba (2000), however, claim that new approacbhessearch attend to multiple, and at
times conflicting, criteria for quality, authentigi and validity. Some of these new forms
of validity include:
Fairness: “balance; that is, all stakeholder vigresspectives, claims, concerns,
and voices should be apparent in the text. Omissiatakeholder or participant
voices reflects, we believe, a form of bias...thisnass was defined by deliberate

attempts to prevent marginalization” (p.180)

Ontological and educative authenticity: “criteraa tletermining a raised level of
awareness, in the first instance, by individuatagsh participants and, in the
second, by individuals about those who surrountchtbewith whom they come

into contact for some social or organizational jmsed (pp.180)

Catalytic and tactical authenticities: “the abildla given inquiry to prompt, first,
action on the part of research participants, andrs# the involvement of the
researcher/evaluator in training participants iecsic forms of social and

political action if participants desire such traigi (p.181)
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There also exist transgressive forms of validitiljcl enable social scientists to
transgress, reshape, and create new ways of getatend doing research as well as
postmodern forms of validity that create heteroggneultiple openings for action, and
appeal to other creative and scholastic fancies.

McCormack & Titchen (2006) argue that action reslea@ more than “the
application of abstract theory. [It] involves skijlkensitivities and capacities that require
a practical wisdom that involves far more than kimgithe contents of a theory” (p.240).
Similarly, Greenwood & Levin (2000) have statedt telidity is “measured by the
willingness of local stakeholders to act on thailtssof the action research, thereby
risking their welfare on the ‘validity’ of their @hs and the degree to which the outcomes
meet their expectations” (p.96). Reitsma-Streetr&B (2004) further emphasise this
value of useful knowledge.

Despite these multiple definitions and criteriag guestion of validity remains of
central importance to social research. This is@a#rly true of action-oriented social
research projects, where policies, laws, and @bgons depend more directly on their
outcomes. It is also true of arts-based researslréaitional positivistic concepts such as
validity and reliability are not appropriate crigefor expressive arts, researchers using
poetry must develop other methods by which theirkvean be judged” (Furman, 2006,
p.138). Simons & McCormack (2007) acknowledge wiate “we need to broaden our
conception of validity to incorporate understandiiggined through artistic expression.
... there is no consensus [so] it is important tatioo@ to work on the creation of new
criteria to value arts-based inquiry” (pp.304-30H)ese comments suggest that

discussions around validity are already well undsrwithin the field of ABR.
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Validity is closely linked to beliefs about truthdareality (ontology) and the ways
in which we come to know truth and reality (epistéogy). While the history of academe
has taught us that truths about the world are wtaledable predominantly through
rational thought, as is implied in the discussibowe, ABR teaches us that the nature of
reality is knowable through all the senses, inldbdy, spirit and, more traditionally, in
the mind. As Simons & McCormack (2007) state, ‘tlvacating the use of the creative
arts in evaluation, we are not claiming that itiddaeplace other approaches to
evaluation. To evaluate comprehensively or holdiyomay require a range of different
approaches” (p.294). This validity claim is partanly poignant in a society and
academic system where the arts continue to be naizgd.

Furman (2006) adds to this discussion by suggettiaig‘the goal of research, in
his view, is to seek truth, notthe truth.That many stories and truths can, and indeed
should co-exist, is a key tenet of post-modern giél(p.136). Conrad (2002) further
states that using drama as research “encouragecphession of multiple truths and the
interaction of these truths to make new individaradl communal meanings” (p.255).
While | subscribe to the belief that multiple persfives on truth exist, it is also
important to ask questions of those perspectivasiaty, who benefits from that truth
and whose version of the truth is not being heaslystematically marginalized. As
Eisner (1997) points out, while ambiguity can bedurctive in furthering academic
conversations, it becomes problematic when “tha degan whatever anyone wants them
to mean; or worse, no one knows what they mea®).(n this way, the essence of the

intended meaning can at times become lost in sonas lof artistic representations.
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Arts-based research is further riddled with questiof aesthetic quality, of which
there are competing lines of thinking. In shorte eide privileges the process while the
other privileges the product. The thought to whagbarticular researcher subscribes
seems to be related to the professional backgraaoddraining of the researcher in
question. This debate is illustrated by the follegvtwo quotations:

Elitism is replaced by art as communication, whgnedactions to the art work are

more important than the quality of the art in teilwhgxternal aesthetic criteria.

Within this paradigm, the criteria of communicat@md social responsibility

predominate over craftsmanship. (Huss & Cwikel,2(G03)
versus

| find ‘artistic action researches’ presented ataadional conferences unpalatable

because researchers seem to be manipulatingastystibols, media and

techniques, and lack the necessary skills to asdthetic-qualitative products.

(Mason, 2005, p.577)

It is relevant to note that Huss is an art thettagoisl Cwikel runs a Center for Women'’s
Health Studies and Promotion, while Mason is arducator with formal training in fine
arts—these biases can be seen in their commentsy bwn training (with Diamond,
2004) | was taught to make ‘the best art possiffileén whatever constraints with which |
was working, while maintaining the perspective #atis a learned skill, one that can
only be improved with practice over time—a perspecthat bridges both sides of the
debate, but is slightly biased in favour of aesthegour. This bias reflects Diamond’s
own professional training in mainstream theatreictvih will discuss in the section on

‘Theatre for Living’ in Act Six. This bias is alsuildly ironic, given my limited exposure
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to and experience with theatre, an irony | reframeply as one of the constraints with
which | worked. Here | echo Clover (2006b) in arguthat for me, being able to claim
an identity as an artist was one of the most empag@spects of this research.
While the debate of aesthetic quality is left uohesd for scholars and
practitioners alike, it does open up other questamound validity in ABR:
Questions of generalizability are framed differgmil ABR. For example, in-
depth involvement and exploration of the particisaior becomes ultimately, a
unified concept, a universal understanding. Thig sense is the argument for
case study ... and one answer to those who sayttisatot possible to generalize
from a single case. (Simons & McCormack, 2007, )29
In this way we come back to the issue of interpi@iawhen readers, audience-members,
or other observers see, hear, or feel an aspélcemfown reality in the art, they are able
to generalize something to a broader context.
The issue of generalizability in ABR is manifestatbugh the relationship
between artist and audience. The former is illtstrdy Furman (2006), who states:
The degree to which the reader perceives the aathtvustworthy is the degree to
which he/she may ‘trust’ the poem. If the reader ftad personal meaning for
him/herself the poem possesses what may be cal#dipant or reader
generalizability. Taken one step further, if thader can recognize patterns and
trends that they believe apply to many peoplepdh¢ human condition in
general, [in this case] the poem may be said te lsame degree of metaphoric

generalizability. (p. 140)
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Here, generalizability is related to trust placedhe author/artist based on trust in the art
(a poem in this case) itself. Trust, empathy, amdeustanding between researcher,
participants, and audience has already been degulsat | raise it again to demonstrate
how relationship is another means of validity. Ewample, Huss & Cwikel (2005) found
that a Bedouin social worker involved in their drsed study claimed she was more
acutely affected than in her previous work withisamBedouin groups. In this way,
ABR'’s purpose of contributing “to deeper relatiopshbetween researcher and research
participant” (Huss & Cwikel, 2005, p.10) is reaffied.

In reading the pages of this dissertation, | hopeli become clear to the reader
that this study attends to multiple forms of vaijidWhile the aesthetic quality of the
final production can be debated amongst membetfsecdudience and viewers of the
DVD (which is a representation of a representatias)l recount details about the
process, attention to fairness, educative, andytatauthenticities as well as
generalizability to audience and relationship betwand amongst researcher and

participants should become evident.

Summary

This Act has introduced the reader to arts-basselreh, discussing its history
and location in the Academy, as well as some dtriengths and challenges. In
particular, | have covered the topics of arts beisgd as methods of data collection, as
means of representation, and criteria for judghegvalidity of these. In addition to ABR,
at the outset | outlined my orientation toward @ctand participation, suggesting that

within the larger structure of an arts-based dattstudy was aembeddegbarticipatory
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theatre project. Having provided the methodologoraitext of this study, | turn now to a
more in-depth discussion of the method of popuiaatre, particularly ‘Theatre for

Living,” used in this research.
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Act 6 Theatre as Method

Theatre is a long established means of re/pregeraadity. Through the theatre,
actors, directors, spectators, and outside critigdsether professional or amateur—
collaborate in an effort to reflect upon, interpgartray, and potentially change certain
aspects of the human condition. In this sensethisatre, like other art forms, is innately
political in its capacity to transform our percepis of reality, and in the possibility that
we will subsequently act upon those newly formext@gtions. Because it has the
capacity not only to reproduce our perceptionseafity, but also to transform them,
many agents of social change (including educatwgg¢ adapted theatre techniques to
accomplish their goals (see Boal, 1979; 1998; Bwitdk, 2003; Butterwick & Selman,
2003; Conrad, 2002; Prentki & Selman, 2000 as exashpl he practice of ‘popular
theatre’ has thus emerged in conjunction with tleea adult and popular education
movement to become a powerful tool of reflectiamnsriousness-raising, empowerment
and, at its best, of mobilizing personal and coNecaction against oppressive social
systems.

In this Act, | introduce theatre as a research owtnd the creation of a popular
theatre performance as a participatory researatepso | provide an overview of the
practice as it has emerged around the world andrtie/e more specifically to a
discussion of forum theatre. | describe key elesiehAugusto Boal's work, which
provides a context for David Diamond’s ‘Theatre foring.” Finally, | explain several

theatre methods and how | used them to introdudeipants to dramatic language.
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Popular Theatre

Popular theatre is a dynamic and varied art forith multiple, culturally
determined uses and styles. Popular theatre cahinera variety of dramatic techniques
with song, dance, body movement, and sculpturds; parsonal narrative, storytelling,
rhythm and percussion; with puppetry, costumeryskaaand other local innovations, all
serving to activate the heart and body in ordemgage both participants and potential
audiences alike (Boal, 1979; 1998; 2002; PlastoWws&haye,1998; Steward, 1970).

The drama itself can be performed either privatelyn front of an audience, in
theatres, classrooms, or on other makeshift stagése streets, the metro, in parks, or
under shady trees (Boal 1979; 1998; Byam, 1999aGla¢r, 2001; Steward, 1970). It can
provide a space for personal reflection and ch@Ngéson, 1993), be a means of building
solidarity (Butterwick, 2003), be a process of commity development (Hinsdale, Lewis
& Waller, 1995), or be a venue to propose new lagan (Boal, 1998). In its most
common understanding, popular theatre is theataeimathe peopldor the people.

Since theatre in its various manifestations exrstaost societies around the
world, it follows that drawing rigid boundaries ara what is, and what is not, popular
theatre becomes an endeavour with questionabletions. Nevertheless, allow me to
clarify that popular theatre is not merely a forhpassive entertainment that reproduces
the status quo; it is explicitly theatre for chanigeessence, the term popular theatre

implies that the process of making and showinghleatre piece is owned and

controlled by a specific community, that the issaed stories grow out of the

community involved, and that the community is ablpart of a process of
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identifying, examining and taking action on mattetsch that community

believes need to change. (Prentki & Selman, 20, p
Popular theatre generally has subversive or palitident and can also be used for
community development, community organizing, andcational purposes.

Most importantly, | believe that popular theatre-sssentially, or perhaps
ideally—a participatory research process (Kidd &d&w, 1979). Through this process
community members come together to collect andyaedheir own stories, make
decisions around how best to represent those st@mel then disseminate them by means
of the theatre. As such, communities around thdditave been using theatre as a form
of participatory research without any sanction fribvie academy. ‘The people’ or the
community members in question can refer to eithgg@raphic community, or one with
shared interests, whether it be individuals beloggo the same labour union (Prentki &
Selman, 2000), living in the same remote fishidtage (Filewod, 1998), or sharing the

label of ‘teenaged moms’ (Nelson, 1993).

Theatre of the Oppressed

Theatre calling for audience interaction and intation in the script developed in
many parts of the world, including Canada, simwdtarsly. Most notably, Theatre for
Devlopment (TfD) has gained popularity across tifigcAn continent and in India
(Bappa & Bello, 1981; Byam, 1999; Khot, 2002; Mangp2002; Mda, 1993). However,
because he has written extensively on his own jgeof interventionist theatre, Augusto

Boal is often said to be the ‘founding father’ bistforum style of theatre. Despite this
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gendered misnomer, Boal’'s work—because it is sodaching and influential—is worth
exploring in further detail.

Boal works from two basic principles: that profeseils should not be the sole
owners of theatre and that the verb ‘to act’ imgpheth taking action and performing.
Following these principles, he maintains that passible for anyone to act, in either
sense of the word (Boal, 2002). As was one of gisrkentors before him, Bertolt Brecht
(the German poet, playwright, and theatrical refarn.1898 d.1956), Boal is concerned
with the divide between so-called passive audienembers and active actors. In his
attempts to merge the two he has invented the pviotespect-actor’ whereby spectators
become actors in the forum described below. Hisi@mitial work, Theatre of the
Oppressed (1979), is founded on three main tecksigmage Theatre, Invisible Theatre,
and Forum Theatre. As it relates to this studyillldescribe this final technique here.

Forum Theatre is the theatre most frequently aasedtiwith Augusto Boal. In the
Forum setting, a play is constructed around prgdssues in the community and the
protagonists are always represented as encountgprgssive situations in which they
lose. That is, the plot reaches a negative clinmaktben ends—no resolution is given.
The play is performed once in its entirety, andhtbtarted afresh for a second time.
During the second performance, audience membeis\ated to yell ‘Stop!” at any time
and come on stage to replace a character with wstosggle they identify. When they do
come on stage, these audience members try to chiamgeitcome of events so that the
protagonist, in changing her/his behaviour, can alsange the outcome of the oppressive

interaction.
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The interactions occurring between audience armarsaere mediated by a
facilitator, or what Boal terms, the ‘Joker’. THigker explains the protocols of audience
engagement and explains, in particular, that tleetsactors should not present magical
solutions; the ideas enacted on stage should attenwuly engage with the real life
struggles represented on stage. Boal also cautiensker to be aware of evangelical
interventions in which audience members who hawkentmaexperience with the
oppression being depicted come on stage and agrossgonists how they should
proceed. Instead, the interventions can servedasss rehearsal for action in the spect-
actors’ own lives, and the Forum, ultimately, awemo rehearse a revolution.

As his methods developed, Boal and others follovinisgead realized their
limitations, particularly in that they could not eansposed, as they were, outside of the
Latin American countries in which he worked. Foaewle, while working in Europe,
Boal (2001) discovered forms of oppression he lagreviously encountered—
“loneliness, isolation, emptiness, lack of commatian” (p. 324), for example—which
could not be expressed so easily using Forum Té&4through the realization that
people had internalized their oppressors, he déasseries of exercises to bring
awareness to, and dislodge these ‘Cops in the Headddition, Forum Theatre is
limited in terms of individual agency in the fadeoppressive structures (laws, policies,
ideologies, etc.), not people. In an attempt ttuerice these structures, Boal (1998)
began an experiment in what he termed, Legislatheatre.

Following his 1986 return to Brazil after fifteerars of exile, Boal was elected

as avereador(City Councillor) in Rio de Janeiro. As he is aeditor by profession, he

13 Despite Boal’s suggestion, | believe we powerfaliyveyed these forms of oppression in our third
scene, ‘Frame.’ Viewers can judge this for themsin Act Nine.
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subsequently began using the theatre to explorel@oponcerns, and transform the
people’s desires into law. During his three yearsffice, Boal managed to pass thirteen
laws and then went on to carry out further expenitsé& Munich and Paris. Boal
continues to encourage experimentation with Letj&al heatre around the world. This
experiment in using theatre to make law recentigaq as far as Vancouver through the
work of Headlines Theatre, an innovation that ggtpimspired my own work. My
forthcoming publication documents Headlines Theamdempt to use Legislative

Theatre to ‘practise democracy’ (Etmanski, forthaugh

Theatre for Living®*

Headlines’ Theatre is a non-profit theatre compaased in Vancouver, British
Columbia, Canada. Founded in 1981 by a group @i ldancouver artists, Headlines’
main focus at that time was to do ‘Agit-Prop’ (Agibn Propaganda), or public
education theatre on political issues of concefiancouver communities. In 1984,
when David Diamond became the Artistic DirectoraHienes’ focus changed from doing
theatrefor communities to doing theatvath communities (Headlines Theatre, 2005).
Over the years, Diamond developed his own appraapbpular theatre, which he calls
‘Theatre for Living’ (TFL) (Diamond, 2004).

Without question, Diamond has been greatly infl@ehioy his friend and
colleague Augusto Boal. Like Boal, Diamond has drayon Paulo Freire’s approach to
education, particularly as outlined in ‘Pedagogyhaf Oppressed’ (2003) and ‘Pedagogy

of Hope’ (1992). However, while Boal's Theatre b&tOppressed is foundational in

4 Much of this description is included in ‘Opporttias and Challenges of Using Popular Theatre to
Practice Democracy’ (Etmanski, forthcoming, 2007).
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TFL, Diamond’s model is increasingly moving awagrr Boal’s more binary
oppressor/oppressed divide and is seeking to expessomplex relationships in any
situation of oppression. This shift began emergimgugh his work on issues of family
violence with the United Native Nations in 1992 dBiond, 2007). Prior to the making of
plays, this community specifically requested tihat ¢haracter of the abuser, or
‘oppressor’ “be portrayed as a person who needalinge- not a criminal” (Diamond,
2004, p.5). According to Diamond, this demonstratetifference between “creating a
character [whose] actions we do not condone aratiogea character who we ridicule”
(p.5). In TFL, it is important to portray how soHea oppressors can themselves be
oppressed, or at least struggling with their oveuées, and perhaps even motivated by
complex feelings of caring and love. By portraylmgyv the antagonists are also
struggling, Diamond opens space for audience mesribalso replace the antagonists’
characters in ways that were not understood in’Beaklier model.

In addition to his mainstream theatre training hisddecades of work using
theatre for community development, Diamond alsavdrapon his hobby of studying
guantum physics. He rejects the Cartesian mind/blo@dyism, the resulting conceptual
divisions between humans and the environment, ladébilure of modern science to see
the interconnectedness of all aspects of the usgvdrhese beliefs come into play in TFL
in his view of communities as living organisms:sfas you are a collection of individual
cells that make up your body, a community is aemibn of individual people that make
up the living organism of the community” (Diamor2f04, p.8). This is important to
Diamond’s work in that if communities do not exgdéisemselves they get sick, just as

individuals get sick if they repress their emotiohiseatre, he believes, is a primal
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language that communities have long used as a noézetf-expression and as such,
learning how to create rather than simply consumeatte (and other art forms) is one

way to heal communities and work toward positiveidachange.

Research Methods

My research design was adapted from a process Dicif&D04) refers to as
‘Power Plays’ (alluding to both the colloquial usfethe word power to mean quick but
effective, as well as to the exploration of powsnaimics that takes place during the
course of this workshop). Diamond describes PovagrsRas “an intense process of
group building, theatrical language learning, isslemtification and exploration, play
creation, and Forum Theatre performance” (p.7)h@ss often invited into communities
to conduct Power Plays, | posit that his work sodParticipatory Research. How |
adapted the Power Play process to collect datassribed in Act Seven, while the
collective data collection and analysis processrggulted in the final performance is
presented in Act Eight. Here | will introduce tleader to how theatre was used as a
method.

Boal (2002) and Diamond (2007; 2004) have writtaitgbooks that outline their
theatre methods. These methods focus on activallinige senses and, particularly in
Diamond’s Power Play model, they move the groumfexpressing individual to
collective experiences, thereby generating a dbleconsciousness. In general the
exercises are designed to build trust amongstditecgants and have them develop a

level of comfort using their bodies to communicate.
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It is important to note that representing thesehmgs in words is, somehow,
inadequate; as these activities are meant to &etilia senses (in addition to the mind)
they are best understood experientially. Many efdbtivities are done in silence, some
with eyes closed and these help develop the une@zenses of touch, smell, the subtlety
of sound, and the more intuitive sense of presefitese senses are difficult to translate
into words. | had flipped through Boal’s (2002) deibook before going to Diamond’s
training and, while interesting, the descriptiohshe activities did not yet carry much
meaning. Now, re-reading the descriptionsndlerstandbetter. This is a real challenge of
translating one language to another; the senseatilbal language into rational text.
Nevertheless, so the reader bamesenseof what the methods entailed, | provide here

an overview of the key aspects of theatrical lagguaused as data collection methods.

Interpretation.

Much of our communication occurs non-verbally. @agial expressions, body
language, outward appearance, and clothing all ctrip@ messages we consciously or
unconsciously send to others. As Boal (2002) stéabesnan beings are capable of
‘emitting’ many more messages than they are awlsertding. They are also capable of
receiving many more messages than they think thesgive” (p.39). Others filter our non-
verbal and verbal communication through their oifendxperiences and associate
meaning based on their individual and socio-cultupdringing. One of the first
activities | was taught to do when using thesettkeaaethods brings an awareness of
these different readings, and the possible dissmnbatweemmtendedmeanings and

receivedmeanings, to the group consciousness.
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With the participants standing in a circle, | &ka volunteer to go into the
middle and stand in a frozen position—any positibdpes not need to carry meaning. |
then ask the others what they see and, inevit#idygroup generates multiple and varied
responses to the question. Once the group hasajedeseveral meanings, the
facilitator’s response is: “You are all right.” this way, people begin to understand how
subjective our interpretation of even the mostightforward of verbahnd non-verbal
forms of communication is. Moreover, as each ongsafeads something different, we
will each respond differently according to how weeive the message. When the
sender’s intention matches how the message isvestehe message is communicated
successfully. If not, there is a breakdown in comioation and if clarification is not
sought, we risk hurting, being hurt, or inspiringntended actions with unintended
consequences.

Yet, as the translator of Boal's guidebook suggéste polysemy of images is a
vital factor in this work; a group of individualslixperceive a whole range of different,
but often intriguingly related, meanings withiniagde image, often seeing things which
the sculptors had no idea were there” (Jacksor® 208xii). This first activity introduces
participants to non-verbal communication and intetgtion and also begins the process

of intentionally using body language to communicate

Balancing.
Another activity often used near the beginning efaakshop is called ‘balancing’
(Diamond, 2004, p.28). In this activity, | askedtmapants to put their hands on each

other’s shoulders, lean in and pusdally push. There are multiple variations, with
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participants pushing against different body parn( to hand, back to back, etc.). The
intention is never to push the other person owgrtdfind a balance. As Boal (2002)
states,
When one person feels that her ‘adversary’ is weakd that he is going to lose,
she eases off so as not to cross the line, sotas man. If the other person
increases his pushing, the first does the samihasdogether both are using all
the strength they can muster. (p.60)
Diamond suggests that this game “contains the ess#itheatre and also the skill
required to accept interventions in [the on-stdgelum” (p.28). In learning to push back
with their bodies, people learn to push back dutiregintervention. Similarly, struggle
between opposing forces is at the heart of (fortl@dtre. In addition, this activity is
done in silence and is usually the first time {hedple are asked to touch each other. In
this way, it begins to build trust and opens upendrannels for non-verbal

communication.

Image Theatre.

Image Theatre is a series of games and activitegsnvite participants to
create frozen images with their bodies. Boal (2@0&)ms that when participants use
their bodies instead of their voices to expressmmgg the images they create can
sometimes be a closer representation of true enstlan can words. In this sense, “the
process of ‘thinking with our hands’ can short-ait¢he censorship of the brain”
(Jackson, 2002, p.xxiii) and can also be more deatiodn that it does not automatically

privilege more verbally articulate people.
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One method workshop leaders use to invite padmgto begin creating
images is called, ‘sculpting partners’ (Diamondd20p.25). Working silently in pairs,
one person becomes the sculptor and the other lescolialy—not just any clay, but
intelligent clay. This means that the person ipoesive to the sculptor in that they hold
the position and “can fill the shape with thoughtl@motion that is indicated by the body
position in which they are placed” (Diamond, 20p4£5). The sculptor moves the clay-
person both by respectful touch and by demonstratoy example, of facial expressions.
Sculptors are encouraged to pay attention to detamiembering that each limb, each part
of the face, carries meaning for the audience.

As the workshop progresses, people position Hmilptures in relation to other
people’s sculptures, or, in other activities, stslgenes with more than one person. Still
in other activities, people sculpt themselves msxene being created by other members
of the group. Often participants are asked for wardbrief phrases that describe their
desires, as characters, in that particular scemerthese images are discussed in the
group, the individual images begin to tell collgetstories and awareness of similarities

in the group consciousness develops.

What's inside this for you?

Practitioners of experiential learning technigaes often specifically trained in
how to debrief exercises with participants. In gasd courses on facilitation, | have
learned to do this in different ways. The most dangp to organize the discussion
according to the questions: ‘What?’ ‘So what?’ ‘Nasat?’ Other facilitators use the

cycle of: experience — analyze — generalize — applgther words, the facilitator moves
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the group from discussing what actually happendteractivity, to what it means in the
context of their lives or the topic being discussat to how this knowledge can inspire
action. Experiential learning is closely linkedpiaxis and the spiral design discussed in
Acts Three and Four. In many ways, it also refléloéspurpose of action-oriented
participatory research: what have we learned fromcollective experience? How can
we now take action?

As theatre methods are experiential learning éxesc| was also trained in how

to debrief, unpack, and lead discussion aroundns@ning each activity contained for
the participants. Following Diamond, after eachwtgt| asked the questionvhat’s
inside this for yout is important to explain that this question h&e meanings:

First, it appeals to thehat: What actually happened in the activity? What did
people do? How did it make people feel, both tphiysical sensations and emotions?
Did they get hot? Did they get cold? Did it remthém of any incidents or stories? Did
they experience any judgements of themselves othefrs?

Second, it appeals to tke what:Can people generalize anything about their
response to the activity to the issue being ingastd, in this case, to their experiences as
international students at UVic? With the questishat’s inside this for you,
encouraged participants to think on personal, syimlend structural levels, about their
own experiences and the common themes that weregggrgen the group.

Take a moment to think about this questiwhat’s inside this for you?he
legacy of Cartesian dualism, the division betwe@mdnand body, is ever-present. This
means that the idea of linking physical sensatimhemotion to rational thought is

sometimes met with suspicion. Yet, the idea of iiethbody is foundational to this
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work. Boal starts from the principle of ‘two ungié The first unity is between the
physical and psychic apparatuses: “that the hunearghs a unity, an indivisible whole.
... all ideas, all mental images, all emotions revkamselves physically” (Boal, 2002,
p.49). The second unity relates to the five serfs@sie exists separately, they too are all
linked. Bodily activities are activities of the wiedoody. We breathe with our whole
body” (p.49).

Furthermore, for the purpose of creating theateeaigues, “the important thing
about an emotion is what it signifies. We canniit &out emotion without reason or,
conversely, about reason without emotion: the forimehaos, the latter pure
abstraction” (p.37). In this way, the questiaat’s inside this for youhelps
participants to draw connections between their jglaysensations and emotions and the
more rational thoughts or generalized analysestbas inspire. Everything becomes
symbolic: the experience, the emotion and the thouks people become more aware of
their physical sensations and emotions, they cgmlie learn from them, not simply
experience them at a conscious or unconscious ¢evelct to them without reflection.
This kind of knowledge is sometimes called ‘embddiaowledge’ (Johnson, 1989). As
described in Act Five, this is how these metholts, dther arts-based methods, can serve
to draw out pre-conscious thoughts—thoughts thaéueside the body, but not yet fully

developed or articulated in the mind.

Circles.
Diamond encourages practitioners to begin and aod workshop with a circle.

The opening circle serves to introduce people th egher (if they are meeting for the



106

first time) and also to get a sense of people*® sibmind/being when they walk in the
room. A more significant period of time (an houmoore, depending on the number of
people) is allotted to the closing circle. Diamandmphasis of the use of circles comes
from his work with many different First Nations comnities and he ensures that no
dialogue occurs during this time; individuals speak at a time while others listen in
respectful silence. During this research | didplate the same level of emphasis on the
healing and sacred dimensions of a circle as Diahgdoes. However, now that | better
understand the power of the circle, in the futunetuld revisit this decision. Overall, |
used the opening and closing circles as a meamssuofring everyone had an opportunity
to “honestly express what she [sic] feels at the @irthe session [in hopes that] no one
leaves with anything that has been opened up anegsolved” (Diamond, 2004, p.13).
While | ensured that each person had an opporttmgpeak, | also allowed some

dialogue to take place.

Summary

This Act has introduced the reader to the use ptifao theatre as a method. |
began with an overview of popular theatre and tiemnowed in on Boal’s ‘Theatre of the
Oppressed’ and Diamond’s ‘Theatre for Living.” ethwent into some depth about key
aspects of the theatrical language, including pregation, balancing, and image theatre. |
also described the question | use to elicit infdramaafter each methoevhat’s inside
this for you?Finally, | included a description of how | usee thpening and closing

circles as a data collection method as well.
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With a more abstract understanding of arts-basdtiodelogy and theatre as a
method, | now show how aspects of this methodobgaply directly to this research. The

following Act gives an overview of the data collect process.
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Act 7 Data Collection Process

Data collection entails applying methodologicaldhes in the real world, with
real world constraints and surprises. It is esaintihne act of putting the research plan to
the test. While researchers do have a certain anodyoower and need to be aware of
how that power is exercised, they cannot contifeéohuman beings’ actions, inactions,
decisions, and whims. This is a beautiful partesearch as it can lead to discoveries
about trends in individual and group behaviourt agsmuch as it can lead to discoveries
related to the research focus. It can also ledditration or unanticipated work when
events do not unfold according to plan.

Early in this research a friend reminded mé& st the processThese were
simple words that, while | also apply them to nfg in general, were particularly
poignant in this context as my friend had expemewih the theatre methods that |
would soon be putting to the test. | had enougHhidence with interviews and focus
groups, but did not have much experience with teaatthods, so | occasionally
wrestled with the beast of self-doubt. In additisjle | had experience facilitating
group workshops, | did not have experience buil@drggoup with the result of a theatre
performance in mind. My friend’s words reminded that | was engaging in a process
that was beyond any skill or lack thereof | wangmg. The methods had been tested
and proven effective by others before me, includiag Her words helped to carry me
through the parts of the research that did notogoraing to plan and to maintain
humility even when all was running smoothly—theseulnerability in even the most

well-thought-out plan.
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In this Act | document key aspects of the dataembibn process. | begin with a
short summary of the research process. To synthedarmation | include a number of
tables and figures, which represent the timeline research participants, and the
workshops. | then discuss how data collected fioemtethods introduced in Act Six
were used and analyzed differently during the fost workshops than they were during

the weekend play-building workshop.

Summary of Research Process

Reinhartz (1992) speaks of the “long time perioddsel to complete an in-depth
study” (p.204) and how this is particularly truesituidies that use multiple methods.
While ‘long’ is a relative term, it seems fittingite as the in-depth data collection
occurred over a period of six months (June 7, 2008ovember 23, 2006), the after
effects lasted another five months (until April 2806), and my preparations as a
researcher began with a pilot study conducted inrch12004* Table 7.1 below

summarizes a timeline of the key events in thisaesh.

Table 7.1 Timeline of Key Events

Date Event

March 2004 First contact with Headlines Theatrerdpa pilot study of their
mainstage production “Practicing Democracy.” Thigly was
conducted under the ethical review of a Studidalicy and
Practice course (SPP 517). (Etmanski, forthconi20g,7)

August 2005 Theatre for Living training, Level Oftedays, 8 hours/day)

!5 See my chaptefpportunities and challenges of using legislativeatre to ‘practise democracy’
(Etmanski, Forthcoming 2007) for the results o§ thilot work.
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August 2005 to
June 2006

Coordinated ‘Make Poverty History’ campaign, UViectl
Justice Film Series, Victoria Days of Peace, andddstructing
Empire Graduate Student Symposium, through wha¢veloped
extensive relationships across UVic and in the &rédictoria
community. These relationships helped build supfoorthe
research and ultimately filled seats at the finglidJ
performance.

January 2006

Presentations to various UVic offadmsut this research.

January 15, 2006

Pilot workshop with one participamere | practiced, for the first
time, using these activities outside of the tragntontext. (This
work was done with the ethical approval of a reseaeminar
course, under the supervision of Dr. Reitsma-Sireet

February 3, 2006

Ethical approval granted to bégenstudy.

March 16, 2006

First recruitment effort via e-m{@raduate Student Society
Listserv, requests to Graduate Secretaries ineglhdments across
campus, word of mouth to international studeninfil® and
campus posters. This effort solicited one response.

April 12, 2006

Interview with only respondent frdirst recruitment effort.

May 2006

Awarded one year of SSHRC funding to catgpthis research an
informed that the summer course | had plannedachtdad been
canceled, both of which enabled me to focus madentty on this
research.

May 18, 2006

Second recruitment effort via samead-ahannels as above. This
time | changed my strategy. Instead of asking &regal interest, |
set a specific date for the workshop, offered a fuach at the
Graduate Student restaurant, did not ask partitsgancommit to
full play-building process, and included feedbaaaf a number of
international student colleagues and friends orreébruitment
blurb. This effort solicited a response from 15dstuts, 13 of whom
participated in the first workshop.

June 7, 2006

First summer workshop (details of wlooks to follow)

June 28, 2006

Theatre workshop presentation atolevec’s World Social
Forum. | used this opportunity to practice the treeactivities used
in the first summer workshop.

July 10, 2006

Second summer workshop

|
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July 18, 2006

Third summer workshop

July 24, 2006

Fourth summer workshop

August 5, 2006

Third recruitment effort. As will descussed in Act Twelve, the
four summer workshops did not generate sufficieotm@ntum to
go to performance. Based on the different levelsaoficipation
during the summer workshops, | decided that sixigpants was
the minimum number needed to build plays. Throwgponses
from this third effort, | ultimately found six p&ipants and was
able to move forward with the weekend play-buildimgykshop.

August 10-15

Theatre for Living training, Level T@days, 8 hours/day)

August 25-27

Original weekend workshop schedulethcglled due to
insufficient response and scheduling conflicts vntierested
students.

September 8-10

Weekend play-building workshop wixhparticipants

September 26 Rehearsal

October 20 Group meeting over dinner (at a restd)yrgp maintain group
cohesiveness in long break between Rehearsal afaRance and
to make minor adjustments to the plays.

November 8 UVic Performance

November 23

Celebratory Dinner (at a restaurant)

January 26, 2007

Performance for a group of Unityeasid College Administrators

April 13 Performance for a group of Human Rightd &quity Educators

April 18 Final performance at UVic scheduled antimétely cancelled,
discussed further in Act Twelve. The Human Righid Bquity
Office, the Office of International Affairs, Inteational and
Exchange Student Services, and the Faculty of Gtadstudies
had publicly endorsed and agreed to sponsor tinferpgance.

April 18 Group meeting over lunch in UVic Cafeteria

April 24 Final potluck organized by participants
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Participant Engagement

Participants’ engagement ranged from a two-ho@rutw minimum (Gerri) to
participation in the final project, plus three bétfour group workshops, for a total
maximum of over thirty-six hours (Susan). Eachipgrant engaged in one or more of
the following activities: 1) a one to two hour sestiuctured screening interview (over
coffee or lunch); 2) a three-hour individual workphpilot workshop), 3) a two to three-
hour group workshop, or 4) the final play-buildipgpcess, which was approximately a
thirty-hour commitment between September 8 and Niex 23, 2006.

This final play-building process included five keyents: 1) a weekend workshop
(approximately 18.5 hrs over a Friday evening, Bktyiand Sunday); 2) a three-hour
rehearsal (one hour of warm up activities, one lodumteractive rehearsal with audience
members, followed by an hour-long conversation \&itdience members afterwards); 3)
a two-hour dinner meeting to bridge the long gawben rehearsal and final
performance; 4) a two-hour final performance (vathhour of warm-up activities in
advance); 5) a two-hour celebratory dinner. In adidito these more official aspects of
the project, participants gave unmeasured timerimg of e-mail and telephone
correspondence with me and each other as welldagdoal time spent thinking about
and preparing for the project.

As mentioned in Act Five, we were invited to penfioagain in several venues
following the UVic performance. When conveying th@svitations to the actor-
participants, | ensured they knew this was beybedstope of my research, and that | did
not expect their further participation. They sags yo some of these performances and no

to others and as a group we were able to accommobaatrequests and were paid an
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honorarium for one. In addition, we received raaa newspaper coverage before the
UVic performance.

My contact with the participants during this resfais summarized in Table 7.2
below and the departments are represented in Figlr&Vhere appropriate, | have also
indicated prior or other contact with participams.the intention from the beginning was
to create a public performance, anonymity was nguaranteed. | have nevertheless
decided to use pseudonyms to add one layer of auitjpigspecially for the participants
who did not become actors in the final performan@eh a few exceptions where
students chose their own pseudonyms, these ardgiontally anglicized to further protect
identity. Geographic regions are indicated to shimevrange of country-of-origin
diversity amongst participants, while at the samme tblurring the identities of students
from under-represented countries.

While | did not pay participants for their partiaijpon, as mentioned, each
workshop included much food. Participants at theg Bummer workshop also partook in
a group meal from the Graduate Student restaurahaetors in the final performance
partook in two restaurant meals: one in betweemahearsal and final performance and
one as part of the celebratory dinner, to whichifamembers were invited as well. A
small gift was also provided to each of the actors.

In addition to these token material offerings, ld@aeveral offers of reciprocity
as a fellow graduate student. Offers that werertakeinclude providing feedback on
papers, writing letters of reference, assistingesume-crafting, participating in one
participant’s study, invitations to social eventgluding Christmas dinner, and child-

minding, as well as sharing contacts, grant prdgosaéticles, job, and publication
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opportunities. Following the final performance divacated successfully for Lawrence’s
poem,Frame to be published in the “Unacknowledged Sourceddgate student
magazine) and the Office of VP Research newsléttgultiplicity.” Maria-Luisa’s
research was featured in the “Unacknowledged Sbdree in part, to my efforts as
well. These small acts of reciprocity were the ié@euld do for participants who

generously gave so much of their time.

[intentionally blank]
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al)

Initial interview Summer Weekend
Workshop Workshop &
Participation | Performance
(3hrseach) | (30 hrstotal)
Africa
1. Harold 2 workshops
2. Rebecca 1
*Asia
3. Marcia (no, but previous 2
contact on campus)
4. Jessica (previous contact) 3
5. Jacqueline (previous contact) 2
6. Sylvia 4
7. Daniel Yes 2
8. Trevor 1 (attended rehearsg
9. Brent 1
10.Lars 1
11.Johan 1
12.Susan Yes 3 Yes
13.Lawrence Yes
14.Coco Yes Yes
15.Zhou He Yes Yes
Australia/Oceania:
16. Alicia Yes 1
Europe:
17.7Z0e Yes 3
Middle East:
18.Bella (pilot workshop) (attended final
performance)
19.Gerri Yes
20.Kevin Yes 1
North America:
21.Phyllis with | Yes (via telephone) Yes
baby
Margaret
South America:
22.Leanna (previous contact) 2
23.Brandon (previous contact) 2
24.Maria-Luisa Yes

* Regions of Asia represented by participants idehit

China (Mainland), Hong Kong, India, Japan, Singapand Taiwan
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Figure 7.1 Departments Represented by Participants

Faculty of
Education

2. Educational Psychology & Leadership Studies

{ 1. Educational Curriculum & Instruction
3. Physical Education

4. Chemistry

5. Child & Youth Care

6. Geography

7. Pacific & Asian Studies

Faculty of

Engineering 9. Mechanical Engineering

10. Computer Science

{ 8. Electrical and Computer Engineering

In addition to the student participants, all audeemembers signed a consent
form before entering the performance hall. Audiemsanbers included nine participants
at the September 26, 2006 rehearsal and exactlijumdred participants at the
November 8, 2006 final performance. Demographiarimition about audience members
was not collected, but from the sign-in sheetsiafaimal polling during the
performance | know that a diverse range of peole present, including: UVic faculty,
staff, students (including international and doneestudents), teaching assistants, other
instructors, and alumni, as well as community memf@m anti-racist organizations,

home-stay networks, public schools, and other thgatctitioners.

Workshops
The workshops included a variety of methods learthethg the ‘Theatre for
Living’ training. As described in Act Six, each vikshop opened with a quick check-in

circle with each participant and closed with aleiré&ollowing my facilitation of each
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method | asked the questiomhat’s inside this for youPhe summer workshops were run
on a drop-in basis, which meant that different peeyere present at each workshop.
Upon realization that a drop-in model would notdleg to a public performance, |
recruited a new group of people who were willingeanmit to the full play-building
process. A summary of workshop details is incluiteligure 4 below. For readers who
are more interested in the specific methods, | acleded the page number on which a
description can be found in Diamond’s (2004) guadbto Theatre for Living. Similar

methods can be found in Boal's (2002) handbookels w

Table 7.3 Summary of Pilot Worksfbp

Date Participants | Regions Methods
(2006) Represented
Jan 15 | 1woman Middle East - Point and Turn (p.35)

- Hypnosis (p.23)

- Lead the Blind (p.27)

- Blind Cars (p.29)

- Sculpting Partners (pp.25-26)

[intentionally blank]

'8 Note that the student later signed consent talatefrom the pilot workshop in this final studyn&
most of these methods required two people, | ga@entstructions and then we did the activity togeth
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Date Participants | Regions Methods
(2006) Represented
June 7 | 6 women Asia - Balancing (pp.27-29)
7 men Africa - Complete the Image (pp.19-20)
Europe - Internal Monologue (p. 20) with “I
Latin America want” (p.21)
Middle East - Hypnosis (p.23)
- Sculpting Partners (pp.25-26)
- Secret Thought (p.65)
July 10 | 7 women Asia - Fear/Protector (p.22)
4 men Latin America - Blind Busses (p.29)
(3 new Middle East - Song of the Mermaid (p.57)
Participants | Oceania/Australia - Groups of 4 (pp. 43-44)
who were not - Wide Shot (p.65)
at the first - Stand with a Character (p.65)
workshop) - Stepping into the Future (p.64)
July 18 | 4 women Asia - Glass Bottle (p.37)
- Focus group discussion
July 24 | 6 women Asia - Knots (p.34)
(1 new) Africa - Rainbow of Desire (pp.47-52)
Europe

Latin America

[intentionally blank]
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Table 7.5 Summary of Weekend Play-Building Workshop

Date
(2006)

Participants

Regions
Represented

M ethods

Sept 8

5 women
1 man
1female infant

Asia
Latin America
Canada

- Complete the Image (pp.19-20)
- Balancing (pp.27-29)

- Hypnosis (p.23)

- Glass Bottle (p.37)

Sept 9

(same)

(same)

- Point and Turn (p.35)
- Energy Clap (p.21)
- Blind Sculpture (p.31)
- Electric Current (p.32)
- Fill the Empty Space (p.22)
- Sculpting Partners (pp.25-26)
- Before doing Song of the Mermaid
(p.56)
- Magnetic Image (pp.44-45)
- Initial Play Building (pp.65-66
under ‘Rehearsal Techniques)

Sept 10

(same)

(same)

- Character and Play Develajpm
(pp.65-66 under ‘Rehearsal
Techniques)

- Catch Me (p.39)
- Clap Exchange (pp.26-27)

Application of Methods

| used the theatre methods differently during themmer workshops than during

the weekend play-building workshops, which resuitethe different forms of analysis

that will be described in Acts Eight and Ten. Ie theekend workshop we were building

plays using a collective process, which meanttth@participants and | took in and

analyzed both the images and verbal responseqyutiimy use of paper. We generated

themes (as will be described in Act Eight); however were not required to use written

notes (with the exception of themes written onackbboard) or transcripts to produce the

final plays. In this way, for the purpose of proshgcthe final performance, we relied
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predominantly on the theatrical language: the sgrdata we had embodied (sight,
smell, sound, touch) as well as the emotions, imaged stories these methods elicited.
As will be discussed further in Act Ten, when | wback and reviewed the video
footage of the summer workshops, | was requiraddke some decisions. | realized
quickly that only a small part of the sensory daa be captured on film: sight and
sound. As the purpose of the theatrical languagades, senses, stories, emotions) was
to build plays, which we had already done, | deditteat the best data that could be used
for the purpose of producing a text-based documwene the verbal responses to the
guestionwhat’s inside this for youPalso used the group discussions at the endeof th
workshops and closing circles. Therefore, for thgpse of writing a dissertation, |
applied the theatre methods and analyzed the déeedtly than for the play-building
process. For the summer workshops, as opposee tweabkend workshop then, “the
purpose [was] not to create art, but rather toamsartistic or expressive medium, theatre,
to investigate problems” (Butterwick, 2002, p.24B)this way, just as interviews are
used to elicit verbal responses that can laterasestormed into text-based transcripts, |
used the verbal responses elicited from theatréodstas data and transformed them into

text.

Summary

This Act has given the reader an overview of whatdata collection process
entailed from the timeline, to the participants #meir engagement, to the workshops
themselves. | also differentiated between how teéhods were applied for different

purposes: for the purpose of creating plays (ona faf representation of the data) all
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sensory data was used, and for the purpose ohguitidissertation (another form of
representation) predominantly verbal data was Uséith an understanding of the data
collection process, | will guide you through theaddself—but first, it is time for an

intermission.
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Intermission
If you have been reading non-stop until this pdieticourage you to take a
break. Get up, walk around the room, stretch yegs, pour yourself a glass of water—
whatever it is you need to do. We are switchinggeaw, moving from the conceptual,
theoretical, methodological, procedural contexthef study, to the depths of the study

itself. Take your break now and, when you retutmate an announcement.

Announcement on Representation

As described in Act Five, there are two interwopeocesses in the design of this
research. The over-arching process was my doctrdy, the purpose of which was to
facilitate my own learning, enable me to gain a peefessional credential, and so on.
While part of my motivation for learning and seakitcredentials is to better contribute to
global social change, | recognized that this pathe process was a more individual
pursuit. However, embedded within this individualguit was a collective process, the
purpose of which was to create a theatre perform#rat inspired dialogue, thought, and
action around the struggles faced by graduate steidearticularly international graduate
students. This collective process was equallypifmoreimportant than my individual
pursuit and must take its rightful place as aniAchis dissertation—this academic
performance. Moreover, as Huss & Cwikel (2005) ssgithe “image should speak for
itself, reducing the possibility of the [artist]ibg spoken over” (p.4). This, of course,
posed two key logistical problems.

The first is that, unlike other art forms such aspng, drawing, sculpture,

quilting, photography, etc., the method | chosepkemeral. As Boal (2002) describes,
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theatre is organized around human actions boutichanand space, whereas music is
organized around “sound and silence, in time [aadtg is] form and colour, in space”
(p.293). While some art forms may lend themselvesemeadily to inclusion in
dissertations, our Novembef opular theatre performance, fortunately or unioately,
does not fit within the margins of 8.5” by 11” waipaper. There is, however, a feasible
solution. In the same way that non-arts-based relsees represent their findings using
graphs, charts, tables, etc., or as other artsdb@searchers may include poems or
photos of the artwork that were the results ofrteeidies, our final UVic performance
was captured on video. Thus, a representationeofabults of our collective work is
included in video form as Act Nine.

The second logistical problem is that to my knowkedhe academy does not
(yet) bestow doctoral degrees upon groups (evidehtiee values of individualism and
competition, | believe). This means that due todfnecture in which | was working, at
the end of the collective process | was jolted hati the individual pursuit of the larger
study. Yet, because the individual and collectix@cpsses were so thoroughly
interwoven, | was challenged again with the taskepfesentation. Although it wasy
research project and | officially held powerthsresearcher, | was conducting research
within my own community of fellow graduate studergecause | value relationship and
reciprocity, throughout the process | truly becanparticipant in my own study, a co-
investigator, a co-learner, and a friend.

While | had previously experienced these fluid bdanes as a facilitator, | was
not expecting to experience this level of relatfopsas a researcher. Our thoroughly

interwoven experiences led to more dilemmas inesgmtation, similar to stories shared
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by many feminist, interpretive and post-modern aeseers before me (e.g. Katz, 1996;
Lincoln & Guba, 2000; Mason, 1996; Moss, 2002; Wdf96). | was also aware of the
politics of people representing themselves (e.gkbp1989; Tuhiwai Smith, 1999).
Specifically, | understood that no matter the nairthe relationships that developed
through this research, they were still steepeelations of power. According to Wolf
(1996):

Power is discernible in three interrelated dimensi@l) power differences

stemming from different positionalities of the rasgher and the researched (race,

class, nationality, life chances, urban-rural backgds); (2) power exerted

during the research process, such as definingeesarch relationship, unequal

exchange, and exploitation; and (3) power exertethd the postfieldwork

period—writing and representing. (p.2)

While this dilemma did not leave me entirely durthg ‘postfieldwork period’, | found
some resolution by drawing symbolism from my radetze facilitator—thgoker, if you
will—during the final performance.

My role in this capacity entailed setting the stagd then stepping out of the way
while the actors spoke. | then stepped back inygked interaction and stepped back out.
After audience members and participants had inyat&td each idea, | stepped back in,
elicited analysis, invited more interaction andtlagain stepped out. This continual
stepping in and out became symbolic to me of ‘spepWith’ (Ristock & Pennell, 1996)
the participants. It was never my desire to ‘spieakany one person, and at times |

handled this more gracefully than others.
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Although I understood at the outset that through téasearch | would somehow
be responsible for representing a group of peaplehich | did not belong, | began
understanding the dilemma of representation expiaiey when it came time to speak
on CBC radio about this research before the pedon®. These words from Coco helped
me through:

| understand you don’t want to speak for internaicstudents because you

aren’t. However, | think you can do it and | amhethappy that you will do it for

us (me). | hope | am not burdening you with too mtrouble to deal with. As |
mentioned before, international students very dfiteshit hard to be expressive in
another language, and also hesitate to addreskeprsbl believe that because
you have listened to their inner voice by intenvregvthem, having workshops
with them, and creating plays with them, no one élst you can interpret better
their message to the target community. More immoital trust you!

[November 7, 2006]

Coco, along with Zhou He and Lawrence, decidecctmmapany me to the studio. Zhou
He came on air and the other two cheered us on tinerweather station behind the glass.
We celebrated our achievement together after tieeviiew. | realized then that | had

been mistaken: In this research | was represeatmi@up of people to which | did,
somehow, belong. Moreover, thinking of myself gsasate was part of the problem.

During the performance later that evening, nonaabdrs seemed to be finding it
hard to be expressive in another language or teeadgroblems. It became even clearer
that it was not ‘no one else but me’ who could &péat that we could all do it together.

Yet, in inviting people to speak for themselvesstage, | was always standing right
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beside them, in solidarity, as were the other membkthe group—and they were all
standing beside me. We drew strength from eaclr atiek | believe we were able to
accomplish much more than had | stood on stageedtolecture omyfindings. There is
a place for this latter kind of learning and teadhibut it was not the purpose of this
experiment. The danger and the gift of learning there are other ways of being a
researcher and doing research is that it was diffio go back to an earlier paradigm; |
did not want to return to the individual pursuit.

Nevertheless, | concede that in systematicallyyaad the data, | did gain
different theoretical insights and | present thes&cts Eleven and Twelve. The voice |
use to represent these lessons continues to bef @meaking with,” which means
stepping in and out while participants speak fembkelves and setting the stage where
necessary by providing additional context for tlreimments. It also means using my
own voice as an equal, albeit privileged, partinipa this research.

Denzin’s (1994) post-modern sensibilities encouragéers to put themselves
into their texts, to engage writing as a creatistecd discovery and inquiry” (p.504).
Because | became a participant in my own studg, redount some events in my own
voice, from my perspective as outlined by practakesutoethnography (Ellis & Bochner,
2000) and autobiography (Moss, 2001). As will beher described in Act Ten, to reach
this point | have used reflexivity, attempting toederstand when my biases and values
provided “insight and when they interfered with eargtanding the main themes” (Simons
& McCormack, 2007, p.302). This entailed writingdare-writing until | was satisfied it
would be evident to the reader which was my voitg, (vhich were the voices of the

participants (“they”) and where they began to meoggether (“we”).
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The two kinds of representation are, of courseidately linked. To understand
the potential for transformative learning and tiplications of intersectionality of which
I will speak, one must first understand the strugiglerformed bwll the graduate
student-actors. In other words, to understandehalts of my study as an individual
researcher, one also needs to understand thetoaleesults presented by the group.

However, arriving at the two representations (Acté\ the performance and Acts
Eleven and Twelve where | share my theoreticabimsi entailed two separate
processes: one collective process of analysis aadmalividual. To give the reader a
sense of what these analytic processes entailedalpyf introduction, | provide a
separate overview of each in Acts Eight and Tdredin, in the next Act, with an

overview of the collective analysis process.

As we will be starting shortly, please take youatse



128

Act 8 Collective Process of Analysis

Although this project was action-oriented and ineal intensive participation
from the six student-actors over a sustained pedand various levels of participation
from other students and audience members, as edtimAct Five, | do not consider the
research project as a whole to have heaticipatory. As already described, according to
the tradition of participatory research from whidirew, the extent to which a project is
participatory is relative to the amount of contiteeé key beneficiaries (i.e., participants as
researchers) have over the project. In this cédismugh the research topic emerged in the
context of my conversations with immigrant and inggional studentd,defined the
problem and research questibchose the methodology, ahdesigned the research
process, antlwrote up the results. Ultimatelyam the one who will receive Academic
Citizenship—indicated to others by the letters,pard d.

Nevertheless, the point at which | gave up sommetfmuch control and the point
at which this project started becoming more ‘pgstitory’ was during the process of
analysis that resulted in the creation of the paachthree plays. In Act Seven | gave an
overview of the whole research process. Here Irdgsa more detail the part of the
weekend workshop where we transitioned from thesttiwities to the creation of plays.
This process entailed a collective analysis ofttieenes we had encountered up until that
point of the workshop, and some collective decisiabout which stories we would like
to put on stage. This part of the process, | argas, the most ‘participatory’ in that
participants had much control over which storieentes, and messages they wanted to
portray. We began making decisions collectively—atiging, arguing, relenting and

celebrating—and | was included in this collective.
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| begin this Act with a discussion of the concefphecumulation, which was
introduced to me during the two Theatre for Livingining sessions | attended in
preparation for this research (as outlined by itneline in Figure 7.1). | then describe
how the group came up with the themes that hadgedeahroughout the weekend
workshop and how these were transformed into tiad plays. | highlight some of the
transitioning challenges we all faced as | tookvmre of a director’s role, and end by

giving the reader a sense of the work it took tovenivpom the initial scenes to the final

plays.

Accumulation

A key element of the play-building workshop is acept Diamond (2004) refers
to as ‘accumulation’, which means intentionallyléaling one day’s work to affect the
choices [the group makes] when focusing on a mothentext day. In this way, the
consciousness of the group, the larger living oiggarof the community, moves in an
organic way towards the issues that they all shgrd4). Diamond symbolically
described accumulation as gradually releasing baflaup to the ceiling over the course
of the workshop and letting them hang theaesumulatinguntil the time came to create
plays. Throughout the weekend workshop, all theedpideas, and emotions that were
generated through the theatre games hung thehe imom with us. When it came time
to create the plays, it was the participants, nathio decided which combination of
balloons to pull down. This cluster of balloonsypd®d the framework through which
the final performance emerged. Then, working ctilety, we developed the characters

and added as much depth as was possible, giverotistraint of time.
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In essence, Diamond’s concept of accumulation sdfea collective process of
analysis. The workshop moved group members frorergéing data by enacting their
individual experiences (using theatre methods)y¢ating short collective plays based on
identified stories and common themes. The act ofingofrom the individual to the
collective is amplified once again when the worksparticipants perform their plays for
a larger community audience. Audience membersskedato figure out which—of all
the stories, ideas, and emotions presented indtfermance—cluster of balloons to
bring back into their own lives. As described int &eve, this is how arts-based
representation becomes interpretive; it is up timdual audience members to make

their own generalizations.

Generating Themes

Before the plays can be created, the group needstt accumulate stories and
build trust. By the second day of the play-buildimgrkshop, many individual
experiences had already been shared—verbally aodgh images—and we had begun
identifying with each other’'s images and wordsdiing points of connection, and
relating to each other’s lives. On the afternoothefsecond day, | asked the participants
to bring these themes into the group conscioudmgsaming them. To this end, | asked
them to brainstorm all the themes that had emesgddr in the workshop. Below is the

list they generated.
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Figure 8.1 List of Themes Identified by Weekendkéfmp Participants

Isolation Multiculturalism Recreational opportties
Language “None of my business” Segregation

Boredom Authority Deadlines/time constraints
Cultural difference  Whoseauthority? Multiple interpretations
Discrimination Knowledge Misunderstandings

Food Whoseknowledge is valid? Unwillingness to change
Finding Voice Money Personal space

Being Silenced Tuition Stereotyping

For the participants and for me, each of thesesgisravas associated with stories
and images that had come up in our work and graaqusisions over the course of the
weekend. With the possible exceptions of food, mgpohetion, and recreational
opportunities, | challenge the reader to see hasdtoriginal themes (and more) were

creatively represented in the final performance.

The Initial Plays

With our embodied knowledge and this list of thers@sounding us on the
blackboards in the room, our task was then to erse¢nes that would address as many
of these themes as possible. Immediately followinmg theme-generating activity, |
divided the participants into two working groupsngsa technique called ‘Magnetic
Image’. For this activity, | asked everyone to thof a real moment from their lives
when they were struggling with one of the listedntfes. | then asked for two volunteers
to make “a shape, using [their] own [bodies] tltanveyed] the strongest emotion that
[they] felt inside this moment of struggle. All i had] to work with [was their own

bodies], in a frozen shape” (Diamond, 2004, p.¥¥}h these two people in position, |
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asked the other four members of the group to guddbaside the person whose shape
represented some kind of meaning for them. Oneenadigacted three others, to make
one group of four. The one remaining person felttwdd not relate to either image. As
the play-building process requires people to wodether, the solution | suggested—that
worked for the participants—was that the groupoairfstay together and the other two
work as a pair.

The purpose of Magnetic Image is not only to diyi@eple into groups, but to do
so in a purposeful way. | instructed the groupaafrfto find the common themes that had
drawn them together around that image and to cteatshort scenes about those
themes. The person who had originally made the éenteagl no responsibility for leading
the group—the image simply served as a ‘magnetforging people together in an
organic way. As Diamond explains, “as you talk, ywe going to find that a sense of
something that you share starts to appear in tddlmbf the circle. Seek it out, this
struggle that you share. Name it. It is the coneggfle of your image or play” (2004,
p.46). Their task was to create fictional scenas iipresented the truth of the group, not
to perform one person’s story.

As the other two participants were together morddfault than by attraction, we
soon discovered that their commonality was thag #ech had a clear idea of a story they
wanted to tell. As “a workshop is a series of ju@égincalls” (Diamond, 2004, p.9), |
asked that they come up with one scene each anti@is¢her person as a character in
this scene. Later we would have all six actors dokwvith, but for the time being, their

task was to come up with two two-person scenes.
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| gave both groups approximately one hour to predu® very short, very rough
scenes that we would be able to work with the deyt The two stipulations were that
the scenes had to take place within a graduatestsetting and they had to build to a
conflict, but not be resolved. At this point, it sventirely up to the participants which
cluster of balloons they chose to pull down. | eisdly took an hour break: after fielding
some initial questions, | left the room and le&rihto their own devices. As Diamond
explains, it is up to the groups to “figure our htmwvork together and how to use a
theatrical language. Most important, they ‘own’ fil@y because they have made it. They
are the experts on their issues” (2004, p.65).réate plays that truly emerged from
participants’ experiences, it was necessary thahtl over some measure of control to
the group—not all the control as will be demonsiian the examples below, but enough
for this to truly become a collective, if not paipiatory, process’

This part of the process was completely experimamtany part. | had
experienced it twice in the training workshops, hadl never facilitated it and genuinely
did not know what would happen next. | did, howekaow | was not giving them much
time and as a result | was challengaligof usto trust the process. | was both surprised
and thankful when, by the end of the hour, we loadl ¥ery rough scenes with which to
work. These initial scenes are outlined in the riegubelow.

Before you read these rough scenes, | will noteahthe end of that long
Saturday working together, baby Margaret was ngdéoim the mood to participate. She
needed her mother’s attention and this was onleeofew times that Phyllis was not

present when the whole group was working togetblee. had participated in developing

" Because this method requires that the initial ssére developed by the participants without the
facilitator’s influence, the three final scerdid notreflect the three settings | had originally stigeathin
my research question.
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the scenes with her small groups, but pressednia, tve collectively decided to run the
initial scenes without Phyllis so we could all ganire on time. To bring her up to speed
as quickly as possible, after the opening circksKed participants to replay the scenes
first thing Sunday morning. As she was not presanthe two scenes performed first on
Saturday evening, the outlines below are an amagamof those original scenes and

the ones performed again the next morning withphesent.

[intentionally blank]
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Figure 8.2 First Initial Scene Presented by the Gr@f Two

Maria-Luisa (as the instructor): Good morning claasday | would like to talk about
the article | gave to you last class. That wasattiiele on the experiences of homele§
children in Africa.

Lawrence stands up (as a student in the class)

Maria-Luisa: Yes?

Lawrence: I'm sorry, my English is not so good. Uniell this article is about
poverty in Africa. The author concludes that itie tsame around the world, but it's 4
little different in our country.

Maria-Luisa: So you're saying it's different in yocountry. Well did you do research
in your country?

Lawrence: No, | just confirmed the experience frmycountry.
Maria-Luisa: Are you a doctor? Do you have a PhD?
Lawrence: No.

Maria-Luisa: Well we've solved that. Your opinionabsn’t count, does it? Anyone
else have something to say?

END

[During the first run of the scene, it was only lrawce and Maria-Luisa, but on
Sunday morning, Maria-Luisa invited some of theeogbarticipants to be other
students in the ‘classroom’. | discuss the impiaa of this in the section on
transition.]

5S

\
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Figure 8.3 Second Initial Scene Presented by trau@of Two

Lawrence sits in a chair and reads the initial epdor the poem he presents in the
final performance (see Appendix A). He has Mariashuvalking around him,
miming the activities of which he speaks, e.g.itajlon the phone, drinking coffee,
dancing in a bar, reading a book, etc.

Figure 8.4: First Initial Scene Presented by theo@v of Four

Susan (as the instructor): Hi everybody. First ggei@ll me your name and when did
you come to Canada. How long you have been studsimgish and what do you
think about Canada?

Zhou He (stands up and very hesitantly says): Oooaice to, uhh meeeeet you.
Uhhh. (Starts speaking Mandarin, introducing hérsieén) Sorry, sorry, sorry, sorry
and sits down.

Coco: (Introduces herself entirely in Japanese:fiam Japan and I've been here fol
three years, etc.)

Phyllis: (Introduces herself in French) Bonjourméppelle Phyllis. Je suis une
Canadienne.

Susan: What's happening here?
Phyllis (turns to the others and in French, askatwlid she say?): Qu’es-gu’elle a di

END

[?
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Figure 8.5 Second Initial Scene Presented by trau@of Four

Coco (as the instructor): Okay class we’ll havedtseussion today. So Zhou He, cah
| ask you to get the ball rolling please?

Zhou He: Uhh, pardon? Sorry? Get the ball?

Coco: As you know, we're going to have a discusssanl would like you to start.
Zhou He: Uhh, destart? Get ball rolling means 3tart

Coco: Umm. Okay, you don’t know. Okay, thatkay

Susan (starts a random topic of discussion, onr&agut was about a building on
campus and on Sunday it was about a perceivedelife between Canada and the
United States): The Clearihue building was createl®63 and at that time UVic wag
known as an institute.... // Well there are differenbetween Canada and America.
People think of America as a melting-pot and Caresda mosaic...

Coco (turns to Phyllis): What do you think?

Phyllis: What do | think about what? What are wikitey about? We’re getting the
ball rolling all right...

Coco: What do you think, Zhou He?
Zhou He: Good.

Coco: Good... OK, umm, Zhou He, | have a bone to pitk you after class, is that
okay?

Phyllis: Well give her a chance!
Coco: | think she has to work on her English.
Zhou He: A bone?

Coco: No, | meant, | need to talk with you afteasd.

END

These scenes were not meant to be polished. Theythe firstanalytic

frameworksand were admittedly—by all accounts—a little sukréée applauded each
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others’ efforts, but did not comment at all aftes first run on Saturday evening—or
even when we ran them again first thing on Sundasning. | had learned during my
training to ask participants to present the rougihat the end of the day so that we all,
but especially so that I, could go home to thin&wthwhat to do with these initial scenes.
Our task on the last day of the workshop was toeehe plays, figuring out what was at
the core of each one, adding complexity to eachacher and each story. As described in
Act Six, in developing the scenes our job was agiresent resolutions, but to keep in
mind potential openings where the audience migetvene.

My task, as the facilitator, was somehownake this happen. Again, | had been
through this process experientially, but had nénred to facilitate it myself. All | knew
was that we had to make the ‘best art possiblspite of our constraints and to remind
the participants, in my own words, that “you haw&hance here to tell the truth... If you
try your best and tell the truth, people here Wilbw that and they will listen to what you
have to say”’ (Diamond, 2004, p.79). After a few nvaup exercises, we took a leap of

faith and simply began.

Transition to Character Development

This work essentially consisted of probing the elaters one by one to learn more
about who they were, what their motivations werkattheir relationships were to other
characters, to the settings, etc. We spent theendey doing this work. To paint a picture
of the conversations and negotiations that resirtéide final scenes, | will describe
some general characteristics of how the work prdegand then expose the process

further by sharing an excerpt of the transcript.
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This part of the workshop was hard work. Until thant, the activities were fun,
novel, and equally engaging for everyone at ale8nGiving each play some depth
required focused attention on one person at adimiethe use of more verbal (i.e.
English) language. This was a transition that wégdlt for both the participants and for
me. Anticipating there would be difficult momends the outset of this workshop I had
introduced some theory about stages of group dpuetat, suggesting there would be a
time when the group may start to ‘storm,’ but tthe¢ was natural and we would come
through in the end (e.g., Kaner’'s 2001 dynamicgrotip decision-making; Tuckman &
Jensen’s 1977 cycle of forming, norming, stormeyforming, adjourning). When that
transition period came, we managed to make ourtivayigh with relative grace, but not
without some conflict. | outline some of this coctflhere, as overcoming it was key not
only to the development of the plays, but alsd®development of the group and to a
more participatory process.

We decided to work on the scene that involved Mhatsa (as the instructor)
discussing the article with Lawrence first. We bished that this conflict came out of
Maria-Luisa’s true experience and related, in patér, to the theme identified by the
group as “whose knowledge is valid?” | began bybprg Maria-Luisa, in character,
asking her what kind of a class this was (Socialk)/diow much teaching experience
she had (this was her third time teaching—she wsessional instructor who had just
finished her PhD), whether she perceived hersdietan activist (yes, a ‘white’ middle
class feminist, who did not have much exposurentoracist theory), and whether she

had travelled (backpacked through Europe after Baftool). Maria-Luisa needed to
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know who she was in this scene, and in order ttlaucollective understanding about
what was taking place, the rest of the participaetded to know this as well.

However, as | was probing her, Zhou He asked Campgestion | could not hear.
When | stopped to inquire about what was happenmitgrned out that Zhou He did not
know what ‘sessional’ instructor meant, but that@bad clarified it for her. | carried on
with Maria-Luisa. After a short time, people becamstless and | stopped again. This
time when | asked, it turned out they were startingevelop their own characters in
conversation with each other. | began by saying’ltwet to his character, don’t
worry...” but | suddenly realized that because | d know exactly where | was going,
neither did the participants. In retrospect it se@fvious that not explaining this process
could be problematic, but in the moment | was foghg to figure out a way forward. So
without much warning, | had changed the formahefworkshop and switched into a
different role: | was paying close attention to @eeson and essentially ignoring the
others.

In the training workshop, Diamond is very cleatrtttiere is only one director,
and this director is him. Students are paying ke the course and learn from him, so this
directive role is somehow justified. During thigipaf the workshop when he is working
with each actor to develop the character, all @eon him and this is the point where
his years of experience in the theatre are trulgaked: his expertise in this area demands
respect. Having undergone this twice in two sepanatrkshops, | knew that while this
work was essential to building theatre from thedmotup, it was also tiresome. We were
switching gears, and while | had tried to expl&inad not sufficiently prepared the

participants for what to expect—mostly because $effydid not know what to expect.
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The following is a transcript of some of the dialeghat took place after | realized the

group might be starting to ‘storm.’

Figure 8.6: Transcript of Group Transition to Chatar Development

Me: Oh, okay | should say this to all of you: this is very lmgy work for the people
who are watching and it requires a lot of patielioe sorry, that’s just how it is. [l
laugh; the others don’t], but we need to spenttla bit of time with each of the
characters and you might find that you feel tiredity.

Coco: But all the information is necessary foragnow, right?
Me: Yes.

Phyllis: And almost so that our characters carraatemore. If we're looking for
complexity, that's going to add another layer.

Me: That's right.
Lawrence: So our talk right now is focused on inwomg the play?

Me: Right now we’re improving the play, yes. Thatkat we're doing for the next
hour or so. I'm going to go to each character asidfar a little bit more depth, we're
going to develop each character. I've started Wiltia-Luisa’s character because |
think that sets the tone of the classroom. We nedéidure out which class we're in
first, okay?

[Silence in the room, which | read as: no, it was okay.]

Me: I'm sorry. It's going to be a little bit boringhile you're watching this, but we’ll
come to your character [Lawrence] and we’ll comgdar character [Zhou He].

Lawrence: But these two are not even players fiecenting to the two participants
Maria-Luisa had invited into the scene.] They ais for our eyes. When it comes
time to ask the opinion of another student, youri&tauisa] just need to pause and
look around and the audience will know they areghl they [the other two people
Maria-Luisa had invited into the scene] have noinfation, if they are not here, the
audience can concentrate on you and me.

Coco: We can try both.

(Continued on the next page)




142

(Figure 8.6 Continued)

Me: Well...we need to make these plays as realistic as peskibean, we have

limited resources, we only have six people, bt alass normally there’s more than
one student. So in order to make it more realistitink it's okay. The plays are going
to change from these initial plays that we started.

Maria-Luisa: There’s also the aspect that | talabdut this morning, | didn’t want to
portray the instructor this way, because it's unfagcause that's not really what
happened. When we developed that play togethezdetkto adapt it because there
was only the two of us, but what really happened thia student said, ‘well that's no
what happened in my country. | researched thisyrcountry.” And then people in th
back of the class started to say, ‘who the helsdsdee think she is?’

—F

1%

Me: And we might not follow exactly what happenadeal life because this needs to
become what happens in this classroom, right n@w&re changing the scene.

Maria-Luisa: So that's why | had asked other pedoplstep in because | was thinking
about what really happened was that the teachecawght in between, in an
uncomfortable situation, and then put it back ouhk rest of the classroom.

Susan: It will bring complexity if you kind of stayith the real situation. If the teach¢
is in that contradiction where she wants to repiyt,she doesn’t know how to reply

and she doesn’'t want to arouse conflict with tlielshts. So those students can be the
real students saying things like, you don’t hawwmetorate...

D
=

[Long silence in the room, then eventually...]

Me: | want to stop this discussion. It's really ionfant you understand that I'm going
to be a little bit bossy now [people laugh thisdimrand it's not because | want to be
mean. We're changing what we’re doing now. Thig pathe workshop is different.
I’'m turning into more of a director.

| went on to clarify that because this was my finste facilitating this kind of a
process, | did not anticipate that this would behsa difficult transition for the group. |
apologized for not explaining this part of the waltkp more thoroughly and for not
facilitating a smoother transition. | wanted torgawn, but | could still sense the
discomfort in the room, discomfort that | belieweds due to a number of reasons. The

obvious reasons were my messy facilitation of thaedition, the natural progression of
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group development, and tension that can occur gty group decision-making
processes.

There were, however, at least two other contrilgutactors and these related to
two of the themes we had outlined together: languagl Whoseknowledge is valid.’
This part of the workshop was based more on vextraimunication and it was becoming
increasingly clear that not only had some of mylaxations of this particular kind of
theatre been misunderstood, the pace at which d&dégun the character development
work was also too quick. In addition, both Lawreacel Zhou He were artists in their
own right—and they each seemed to have their oginviof how we should proceed.
Lawrence is a documentary film-maker and Zhou Heliterature major who had
previously written her own short plays. | publidgknowledged that the issue we were
portraying in the scene was also at woght therein the room.

Even with this acknowledgement, we still needefing a forward. By this time
in the workshop, we had gone through a numbemras$tibuilding’ exercises together. As
| was trained to do, | always demonstrated thesdiets before asking the participants to
go ahead. In this way, | hoped to demonstratelttiasted them as much as | expected
them to trust me. | was relieved when, as we wakggating our way through this
tension, Phyllis made the symbolic connection betwaur work and these exercises. She
said, “Catherine has been through this procesg®efare have to trust her.” | exhaled.
Yes, | thought, you do need to trust me.

In one sense, | understood this was a vote of denée, but simultaneously it
was a reminder that this workshop was ultimatelyualony PhD. | may have only been

one step ahead of them, but | was one step ahe¢hdwexperiential understanding of



144

how this particular method works—and with my reshaat stake. | also knew they were
giving way and thak too needed to trust them. Not only were they bringixgegiential
knowledge about their student experiences, theg Wwenging professional and
discipline-based knowledge as welvkoseknowledge counts? This comment about
trust cleared the air: everyone accepted ‘my wayha way forward and I, in turn,
resolved to ‘direct’ in a more participatory mantten | had been trained to do.
Although | was still leading the workshop, we erglithat everyone’s ideas were heard
in the process. In this sense, the participantsexded a little, but so did | and the result
was, as Zhou He commented at the end of the wopkshat we genuinely felt we had

created the plays together.

Developing the Scenes

This process of developing the three scenes taokithire day. Because we were
getting used to this way of working, this first seeabout the article took us right up to
the lunch break. After lunch we began discussiegwo scenes with the four
participants (Figures 8.4 and 8.5 above). We uneavthat these two scenes were both
about language: one was about using English idemmdsexpressions that were unfamiliar
to second language learners and the second ackigedehe different languages that
were present amongst the participants. After soiseudsion, we decided to amalgamate
the two scenes, and the result became the firaesakthe performance.

The scene that involved Lawrence reading a poeim Maria-Luisa gesturing
around him (Figure 8.3) presented a challenged$dhat turned into a wonderful

opportunity. Although the poem was rough, the mgsstacontained was so powerful
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that it triggered a visceral response—I had goasegds each time Lawrence read it. |
was not alone in this experience: when she hedod ihe first time on Sunday morning,
Phyllis also exclaimed, “Wow, it almost brings & my eyes.” After some discussion,
we could all relate to the sense of isolation antucal ‘frames’ at the heart of this poem.
At the same time, a poem did not lend itself temnntions from the audience.
Thankfully Lawrence had either misunderstood my explanatimut how the interactive
performances would work, or else he had ignorediimgctions completely—an assertion
of creative agency also discussed by Huss & CwWk@05). In either case, we knew we
needed to keep the poem and | asked Lawrencewbhéd simply read it out before we
began our performance. Maria-Luisa was relieveshasfelt silly miming the actions as
he spoke. Finally, | suggested we could concludk wiplay that represented one of the
scenes in the poem to bookend the performance.

Drawing from an idea that had occurred to me tie®ipus evening when | had
been thinking about the rough scenes, | suggeleedarticipants choose one of the
scenes from the poem to enact. They agreed ageéf was rolling, |1 suggested Lawrence
walk past a group of people and then put up a frianfi®nt of his face. The group went
along with this idea and, with only an hour leftle workshop, | thought it would be
easy to come up with a short scene. | was wrongth8 time we were finished, the clock
on the video read 50:54. The scene was less thae@Mds long and it took nearly one
hour of group negotiation to create. This work pafiidin the end, however. The last time
we ran the scene there was a long silence in thra.rblooked around at the others and

finally Coco exclaimed, “That was really good!” ek burst into applause and there was
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a tangible sense of accomplishment in the rodes!Not only had we done what we had
set out to do, we had truly done it together.

The result of our collective efforts was the parfance, UNSETTLED. As
described in the intermission, the performance spéak for itself. However, for the
reader/viewer's convenience | have included a pdmopy of the poem as Appendix A
and Director’s Notes, which include outlines ofleacene, as Appendix B. After
watching the performance, the reader may wish tkimark these appendices for later

reference, especially while reading Acts Eleven anwelve.

Summary

In this Act | have given you a sense of the prec#<ollective analysis, from the
concept of accumulation, to the process of gemagdtiemes, to the initial scenes. | then
gave you a glimpse into the shadows of our gromeld@mentandscene development
process and how the initial struggle led to a npaicipatory process of scene
development. Finally, | have given one exampleheftime it took to create such a short
scene and the sense of accomplishment that enswedwe knew we had found the
‘truth’ of what we were trying to portray. As a o you are now in a privileged position
to understand what comes next in a way that oihdfse audience did not. With the
context of our process of collective analysis imaqil now give you the collective

representation of our results.

Introducing... UNSETTLED.
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Act 9 UNSETTLED

Please contact the author for a copy of the DVD.

Opening Act Reading of the poem, ‘Frame’

Scene |
Scene I

Scene |l

Cast

Zhou He
Susan
Lawrence
Coco
Maria-Luisa

Phyllis

Group Work
Human Rights

Frame

Student in scenes | & Il

Student in scenes |, Il & 11l

Student in scenes Il & 111

Student in scenes | & Il

Instructor in scenes | & II; studentsicene |l

Student in scenes | (as Francine) & IlJase)
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Act 10 Individual Analysis

As | mentioned during the intermission, there are interwoven processes at
work in this dissertation: the collective procebe, final result of which you just saw, and
the larger context of my doctoral study. As desadlilfollowing the collective process, |
was propelled back into the individual pursuit abkledge and | needed a place to
begin. | decided to write about the process fasime excerpts of which you read in Act
Eight. As | was writing | began to understand Migsiuberman’s (1994) caution that
“as much as you may want to, you cannot study evergverywhere doing everything”
(p-27). While heeding their advice was a challeingeed, I, like all researchers, was
required to make decisions about which data wag osegul for responding to my
research question and which could be put asideh®ee the task at hand, namely
completing a dissertation.

This Act renders transparent the steps of my indiai process of analysis. |
begin by describing the sources of data and howgdrozed and transformed them into
working format. | then describe the process of ysiall used by providing some
examples of the questions | asked of my data lthenés | generated, the effect of
reflexivity and writing, the process of expandinglesbtomies, and the final step of letting

go of the story wanted to tell to let other stories take the lead

Sources of Data
This research entailed multiple methods and as, dusggan with multiple
sources of data. In Act Seven | described howtHerpurpose of individual data

collection, I applied the methods differently aod the purpose of individual analysis, |



149

cut out the sensory data to allow the performaapeak for itself. There still remained
theatre activities (after which participants velpahared their reactions), opening and
closing circles (which systematically gave eachvimdial an opportunity to speak and
reflect on the workshop), semi-structured intengdto screen participants in advance
while at the same time explaining the researchedinding initial discussion), two in-
depth group discussions on specific topics (whienendifferent from circles and
discussions following theatre activities, thougéytlilid occur during the workshops), an
anonymous feedback form submitted electronicallyngyactors, and countless e-mail
conversations. Character development, rehearsainggrventions into the forum theatre
also served as yet another potential source of dataas mentioned, | discarded these (as
being more methodological in nature) and alloweshtho stand alone as part of the
collective research process.

From the above methods, | collected approximat8ifp&urs of data, including:

* Pilot workshop: 3 hours (journal notes)

* Semi-structured screening interviews: 10 hoursralinotes and one two-hour

interview audio recorded)
e Summer workshops: 12 hours (video recorded ane itlosing circles audio
recorded)

* Play-building workshop: 18.5 hours (video recorded)

e Rehearsal: 3 hours (video recorded)

* Dinner meeting: 2 hours (journal notes)

* Final performance: 3 hours (video recorded)

» Celebratory dinner: 2 hours (journal notes)
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This data was organized and transformed into wgrkanmat as follows:
| reviewed the video footage as | transferred &pe$ onto my home computer. All
verbalized video data from the four summer worksheps transcribed in full and the
remaining footage from the weekend workshop wapgsely sampled for occasions
where participants offered new or contradictoryghts. | also transcribed the scene
development for the scene, Frame, as an in-detimgbe. While transcribing the video
footage, | included notes on gestures, facial esgpo@s, and movement in the room, as
well as the participants’ words.

In addition to the video recordings, closing ciscle summer workshops 2, 3, and
4 were audio-recorded, as was the interview thmatlted from the first recruitment effort.
All audio data was transcribed (approximately 5repand cross-referenced with
transcripts from the video for accuracy. While satbing all audio and video data, |
included my thoughts, observations, reactions,metiminary analyses.

Immediately following each workshop | systematigajiped notes and these
electronic notes became part of the data. In amgithroughout the whole process | kept
detailed hand-written fieldnotes, which filled tareesearch journals (approximately 600
pages). | did not transcribe these notes, but skidtihrough them, highlighted passages,
and sometimes wrote additional notes in the marggniswas reading.

Following the final celebratory dinner, | asked #wators to collectively submit an
anonymous feedback form to me by e-mail and this also included as data.

As with any research project, many hours were speg&nizing, coordinating,

following up, and building relationships and thesiegourse, were not calculated. E-mail
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communication comprised a significant componerthisf work and there were 450
messages in my research folder until the time efclebratory dinner and 212 messages
from the celebratory dinner to the final potluckyieh marked the official end of this
project. | did not re-read all of these e-mailsrasst of them were related to confirming
schedules, dates, and times. A few, however, were substantive and provided
additional insight. | selected and printed 13 elmeEssages to also use as data.

In summary, the data | selected to print and syateally analyze were the video
transcripts from the four summer workshops, thaatrdnscripts, the purposefully
sampled transcripts from the play-building workshitye typed notes following each
workshop, the anonymous feedback, and the thigemails. As | became a participant
in my own study, | also made use of my own narestigf the research process. The

process of analysis is described below.

Analysis of Data

Although this research was not explicitly Groundéetory as described by
Glaser & Strauss (1967) or Strauss & Corbin (199497), | drew on interpretive
processes of analysis to arrive at the final lesson theoretical contributions around
transformative learning and intersectionalftyAs Charmaz (2006) points out,
interpretive theories “allow for indeterminancyhat than seek causality and give
priority to showing patterns and connections rathan to linear reasoning” (p.126). In
this sense, while my study was theoretically drilsgrihe context laid out in Act Two,

the key concepts that emerged were grounded iprieess of analysis.

'8 Note that | did not use visual or other arts-baseahs of analysis for this individual process obbysis
(e.g. Harper, 2000) as | converted the selectealid&d text format.



152

| am not suggesting, however, that as a reseatatent into this study as “a
tabula rasawho [absorbed and understood] the meanings dubgects of the research
unfettered by any of [my] previous understandin@g=zy, 2002, p.10). In fact, returning
to my original research proposal | noticed the vgdndatersectionality,” ‘transform,’
‘transformative,” and ‘personal transformation’ aogng several times, and | described
my methodological approach as ‘anti-oppressive fgstii The point is that, while | was
predominantly guided by anti-racist theory goingtire process of data analysis required
me to look more closely at other theories on thg . In this way, the stories |

originally wanted to tell gave way to the more nteshstories waiting to be told.

Seeking Contradictions.

From the first workshop | began asking questionsipfdata. As my research
question asked, “What are the contradictions...” iediately began looking for
comments that hinted at ‘contradictions’ betweefcaming discourses and student
experiences. With an anti-oppressive approach minialso reflected on dimensions of
powerbetweerthe participants. Initial contradictions and dirsiems of power are
evident in Figure 10.1, which are notes from magsh journal from June 8, 2006, the

day after the first summer workshop.
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Figure 10.1 Excerpt of Early Notes from Researalrdal

Contradictions:

1. Better in Canada than in the States

2. Better in Canada than in home countries
3. University is a place to have a voice

4. Spiritual growth through humility

5. Empathy with Canadians who don't like immigrants

Power:

- “Queer” comment

- cultural hierarchies? (language-based?)
- gender dynamics

As Butterwick (2002) and Conrad (2002) have suggesinalysis and interpretation are
iterative processes that occur throughout the rekeathey are not merely the final
results. In this light, it is interesting for merote that with all my meanderings through
various theories and concepts throughout the pspsesne of these early seeds of
inspiration about spiritual growth and intersectdgnensions of power developed to

fruition, as will become evident in Acts Eleven ahdelve.

A False Start.

Several months after the UVic performance and tinécanalysis, | was writing
several letters of reference for Canadian interhs inad worked abroad, and who, like
many of the international students in my study,enfeguring out ways to transform less
than ideal situations into opportunities for pewrdagrowth, learning, and action. While |
was writing about these interns as agents of sohahge, | seriously began wondering
why | was so intently focused on the struggleswtdnnational students, struggles that

narrowly positioned them as passive victims ofgacand oppression. The design of



154

forum theatre required me to put unresolved streggh stage, which we had done, but it
was not the nuanced story | had heard througheuteearch process.

| specifically recalled one participant’s early ament about ‘spiritual growth
through humility’ (as noted in my research jourmmaFigure 10.1). At that point, | began
writing about ‘transcendence’ and looking for otbgamples. This, however, ultimately
did not prove useful as only one participant a¢tyusppoke of spiritual growth. |
recognized this as somewhat of a ‘false start’tRRis & Pennell, 1996, p.85) and
decided to look more closely at the data to gepestiter themes.

As Ezzy (2002) states: “I experimented with a vgr@ conceptual labels, or
categories or codes (all of these words mean tine sart of thing), until | found codes
that seemed to fit the data” (p.89). Through dismrs with my research advisor and
friends, and through systematic inspection of thiad arrived at the latter categorization
of transformative learning, which encompassed atgreange of student experiences,
including the one on spiritual growth. It took sotimee to arrive there, however, and for

the purpose of transparency, | recount that process

‘Sitting With’ the Data.

Over the New Year between 2006 and 2007 | atteaded-day silent meditation
retreat. Having attended such a retreat once hdfaras curious about what insights |
might gain by ‘sitting with’ the data, in silendey this length of time. | had intentionally
watched most of the video footage prior to thisa&t, so that the images would be fresh
in my mind. Although the purpose of this particulaeditation technique is toot think |

knew from previous experience that my mind woukbitebly wander. My attempts to
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not thinkabout the data proved useful, as two differendiof insights emerged from
this process. First, it highlighted several keyrggeand after emerging from the retreat
(when | again had access to pen and paper) | besgagorizing these as ‘critical
incidents/negative stories.’

Second, from Krieger (1985), | knew that undersiragadnyself was part of the
process of sociological discovery and that beingnajo a new conception of self would
allow for a new conception of the research pardiotp. A sense of personal resolution
that occurred during this meditation offered onehsmsight. After the November
performance, an audience member (who was knowmdiutell-known to me) had
offered to give me some unsolicited feedback. Asdlacurred in the moments
immediatelyfollowing the performance, | was completely caugifitguard and, while |
often solicit feedback for other work, this partanuoffer was so offensive to me that |
was still mulling it over two months later.

At one point during the meditation | realized thatause this was my first
attempt to produce theatre, | felt more vulnerab&n usual—I was in unfamiliar
territory andway out of my comfort zone. In the moments immediafeliowing the
performance what | wanted was reassurance, netdacation that | had done something
wrong. | do not like to admit vulnerability, butishnew conception of self gave me
additional insight into many of the participantshements about feeling insecure when
they first arrive in Canada. They too were, quitrally, in unfamiliar territory. This

insight generated another category of ‘insecuritiierability.’
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Generating Themes.

With these insights, | went back to the data awodéa for further examples of
critical incidents and expressions of vulnerabilltyealized that watching the video alone
was not an efficient or effective way to systemadtcsort through the data, so | decided
to transcribe the video footage. The process ostmaption generated more themes and
once the data was selected and transformed ingaltiggmat, | attended to my propensity
toward kinaesthetic learning. | printed three sétdata and, with scissors in hand,
systematically sorted through the data set. ldltgrcut the printed transcripts into pieces
and placed these pieces in file folders spreadnaroay living room. Where a piece of
data fit into two or more themes, | cut the sanee@ifrom the additional printed copies.
Where the themes overlapped, | made further notagyself about which theme “goes
with” which. Where a one or two word description diot suffice to capture the
similarities between pieces of data, | used sedstriptive phrases. This was a
generative process; while | had listed 20 poteti@anes at the beginning, | added 10

more ‘file folders’ as | systematically went thrduthe data. These themes included:
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Figure 10.2 Initial Themes

Age (goes with culture)

Canada as good

Classroom (goes with culture)

Connection/Isolation (away from social network)

Continuum of citizenship

Cross-cultural research (goes with language ars$icdam)

Culture

Difference (goes with isolation, culture)

. Empathy

10. Expectations of Canada (reasons for leaving honpeéssions)

11. Helping/reciprocity

12.Immigrant versus international student

13. Insecurity/vulnerability/lack of confidence/out cdmfort zone/need for
reassurance

14.Intention and how action is received (complexityoppression)

15.Knowledge that struggle is part of the experience

16.Language (goes with culture)

17.Leaving something behind

18. Misc

19.Negative “stories”

20.0Id guard (perception that activism contaminatesation, art, research)

21.Policy (not a change of policy, change of heart)

22.Privilege

23.Process

24.Request for services (goes with policy)

25.Risk-taking (trust, learning strength)

26.Same thing at home (self-reflection about home trgun

27.Standing up to power/reaching a point of sayingtnength/self-confidence

28. Stereotypes/media

29.Threat

30.Time /practice versus newly arrived (goes with dtag up to power)

CoNoO~WNE

The reader will note that number twenty-three andhove list is called process.
This included all my instructions on the method, the participants’ words. | made
another decision to exclude this data from theyais while the process was interesting
(to me), these were my words and so they were elpfui in responding to the research
question that focused on international student eepees. Furthermore, as my research

guestion was not methodological in nature, one pfirst decisions was to (temporarily)
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put aside the data related to the methodology iatehlmore closely to the voices of
participants.

While this sorting process was useful for differatimg the process from the
participants, it was not sufficient for generatmgw theoretical insights. Instead it
created a ‘multiplicity of perspectives’ (StraussC&rbin, 1994) which did not yet lead to
a coherent story. Kirby & McKenna (1989) state tlatessence, analysis consists of
moving data from category to category (constantpamative), looking for what is
common (properties) and what is uncommon (sats)litg.146). With this in mind, |
used the constant comparison method (as descripKaly & McKenna, 1989; Ristock
& Pennell, 1996) and developed another analytiméaork.

As suggested by one of my committee members, Irbsgstematically asking
‘what are the struggles’ faced by internationatistuts in the three original settings from
my research question: the application processsiam, and student-supervisor
relationship. I then broke the data down furthermwestigating these struggles according
to how race intersected with seven other dimensibpewer: gender, class, age, sexual
orientation, ability, language, culture. At the gatime, | still had the insight on
transcendence at the back of my mind and systeafigtaquestioned the data for

examples of how students were transforming thosgsame struggles.

Analysis Through Reflexivity and Writing.
With data fitting into these two parallel framewsistruggles and
transformations), | was challenged by Richards¢bh®®4) questions and subsequent

suggestion:
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How do we create texts that are vital? That aendgd to? That make a
difference? One way to create those texts is todur attention to writing as a
method of inquiry. | write because | want to firmhsething out. | write in order to
learn something that I didn’t know before | wrate(p.347)
In other words, | began using ‘writing as a metbbddhquiry’ and systematically wrote
about each of the quotes containing examples gbadngcipants’ struggles in the three
settings and according to the eight dimensionswfgs. Through the writing process, |
expanded the categories of language and cultureliade: spoken English, accent, non-
verbal communication, and silence, as well as calldisorientation, cultural isolation,

cultural hegemony, always the ‘outsider,” and Wiesteeademic culture. This produced

four chapters about students’ struggles that fiheafollowing framework:

Table 10.1 Initial Analytic Framework of Studentuggles

Ch. A Admissions Classroom | Student- Other? (non-

Settings process Supervisor (e.q. academic
relationship research | settings)

lab)

Ch.B Race Race + Race + Race + Race

Intersecting Gender Class Sexual +Ability

dimensions orientation

of struggle

Ch.C Spoken English| Accent Non-verbal | Silence --

Language communication

Ch.D Cultural Cultural Cultural Always the | Western

Culture disorientation | isolation hegemony ‘Outsider’ | Academic

culture
Ch. E Transformation®

As | was writing, | continued to follow Richards¢®994) in endeavouring to

‘nurture my own voice’ to release “the censorioofdhof ‘science writing’ on our
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consciousness, as well as the arrogance it fastexs psyche. Writing is validated as a
method of knowing” (p.518). In this way, | producathoroughly reflective reading of
my data:
A reflexive reading will locate you as part of tti@ta you have generated, and
will seek to explore your role in the process afigmtion and interpretation of
data. You will probably see yourself as inevitabhd inextricably implicated in
the data generation and interpretation processesy@u will therefore seek a
reading of data which captures or expresses tledggonships. (Mason, 1996,
p.109)
A similar sentiment is expressed differently bytBek & Pennell (1996) who claim that
“an assertion that the theory is confirmed becopteblematic when it is recognized that
the researcher does not merely discover it frond#te but also shapes this ‘discovery’ ”
(p.87). They go on to suggest that developing sreanalyses and attending to
competing discourses in the data assists the megan avoiding the dogmatism that
often accompanies theoretical assertions, whichsoaretimes serve to further alienate

and or reproduce violent structures already at pigarticipants’ lives.

Expanding Dichotomies.

Following our last performance in Vancouver, | yrbad a sense of the
limitations of my research question. As | continwetting, | began to gain a greater
awareness of how the data revealed the contragiatays in which the research question
was problematic. For example, when categorizindestuexperience according to the

above-mentioned dimensions of power, | realized #wperiences did not fit neatly into
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these boxes as they each held unique positiongwitese overlapping areas of identity.

As such, | began keeping track of data that sirfghty/not fit’ into the somewhat binary

classification of struggle or transformation.

| was already familiar with an analytic tool used éxpanding dichotomies, the

‘semiotic square’ (Ristock & Pennell, 1996). Essadlyt, this entails following a four-

step process of generating a key starting posiseeking its contrary, then seeking its

contradiction (possibilities that encompass

bothktby position and its contrary), and

finally looking for its implication (neither theastting position, nor its contrary).

The analysis produced the following square:

Figure 10.3 Semiotic Square Used for Expanding Blaimies

1. International Students experience multig
struggles

|2. International Students do not
experience struggles (any more than
other graduate students or other
members of UVic)

4. (Neither/ Nor; implication)

- the research question is flawed

- the category ‘international student’ is not
sufficient for understanding the problem

- international students are a diverse,

3. (Both/ And; contradiction)
International and other students do
struggle, but some figure out how to u
these struggles as a means of learnin
spiritual and personal growth, and

heterogeneous, non-unified community withinspiring action.

internal dimensions of power so each
struggle is unique

- other students have equally important
struggles (e.g. child care)

- staff, faculty and administrators also
struggle with increased internationalization
- INTERSECTIONAL ANALYSIS

NEEDED

- TRANSFORMATIVE LEARNING
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This analytic tool gave me permission to valuertegher/nor position and compile my
own narrative along with all the pieces that ‘didit’ into one more chapter on

intersectionality, which you will read in Act Twedy

Further Reflexivity and Finally Letting Go.

With some prompting, | came to the decision thdtiled wantedto document all
the different kinds of struggles faced by interoaél students in various settings, the four
chapters that recounted these struggles did neteanay research question—the
question that was guiding me to seek out the cdmtians. As described in Act Two,
going into the study, | already knew some of thegdles students faced and this was
what propelled me to conduct research on this stibje

Sinding & Aronson (2003) recount how their own a®of words during the
interview process served to support potentiallynifal discourses that were affecting
their participants. In their case, their choicevofds around what a ‘good death’ or
‘active ageing’ might entail seemed to affirm tlese@arch participants’ perceived sense of
failure around family members’ death and ageing@sses. This understanding was
specifically achieved through reflexively engagwigh their transcripts. As | reflexively
engaged with my own data, it started to become ttemne that my own desire to have
international students’ struggles publicly artidathand acknowledged coupled with the
methodology of forum theatre that requires the gmestion of unresolved challenges, had
been a significant driving force in this research.

At the outset, however, | was encouraged to go guest for something | did not

already know. Early in the process, the researéstipn developed from ‘what are the
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struggles...?’ to ‘what are the contradictions...Aslarealized that since we had
performed UNSETTLED in four different venues (intilng the rehearsal), in one sense,
my original desire to have students’ struggles jgliparticulated and acknowledged had
already been accomplished through the collabor#tieatre performance. The art and the
actorshadspoken for themselves and this representation Inealdy impacted the minds
and possibly the hearts of people who had beee thaewritness. After much resistance
and reflection, | was finally able to let go of apyxmately 150 pages of writing about
struggle in order to focus on the genuinely newvgimts around transformative learning

and intersectionality.

Summary

This Act has given readers a sense of what my iddal process of analysis
entailed, from the initial selection of data to fhral two key lessons. Although this was
not a Grounded Theory study, | explained how thewua iterations of analytic
frameworks and themes were generated from theadiatatherefore, the theoretical
insights were grounded in the data. | used extengflexivity (Mason, 1996; Ristock &
Pennell, 1996; Sinding & Aronson, 2003) and wagtive in my approach to analysis,
choosing to intentionally ‘sit with’ the data dugia ten-day meditation and attend to my
propensity toward kinaesthetic learning with saisso hand.

| also drew largely from Ristock & Pennell (1998pm my ‘false start,’ to a
process of ‘constant comparison,’ to a means gfaexling dichotomies.’ | used
Richardson’s (1994) recommendation of using ‘wgtas a method of inquiry’ as well.

In the end, | realized | needed to ‘let go’ of ngsde to tell a certain kind of story, in
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order for the new, surprising insights to fully exge This process led me to the lessons

on transformative learning and intersectionalig/wall be described in the next two Acts
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Act 11 The Potential for Transformative Learning

After watching the performance of UNSETTLED, soni¢he challenges,
struggles, and forms of discrimination encountdrgahternational students should now
be apparent. While it could be argued that thetemce of these represents an inherent
contradiction to the welcoming multicultural discses of Canada, as | have suggested,
these alone were not the surprising elements sfstlidy. Here | will discuss the first of
two sets of lessons | learned through this resedituis first set returns us to the
discussion of transformative learning from Act Foyrproviding examples of how such
learning might take shape in the lives of gradsateents in general and international
students in particular. The discussion here idedlto Mezirow's (1991) idea of
‘perspective transformation,’” particularly in thentext of cross-cultural immersion
(Centre for Intercultural Learning, 2006; Chambeuinlisk, 2005). The irony, of
course, is that we seldom acknowledge the extestrofgle involved in transformative
learning. Could you imagine the fallout if the enttef struggle was clearly advertised on
UVic's or the Canadian Embassy’s website?

To describe various elements of students’ expeeititat they have learned to
frame in a new perspective—and which | have ladedke transformative learning—this
Act is divided into six sections, according to thi#erent ways students transformed
negative experiences into opportunities for trammsfdive learning and personal growth. |
begin with an acknowledgement of the nature ofdeney, that is, the necessity of
learning the lesson in the struggle. | then goootaltk about laughter, empathy, pushing

back, raising one’s voice, and the effect of comityun



166

Learning the Lesson in the Struggle

A participant named Johan only came out to thé Wisrkshop. He actively
participated in all the activities, but did not saych at all. During the closing circle,
Trevor first wanted to ask whether other studeeltstiiey had gained more than they had
given up in their home countries. Johan’s respavesethe following:

There’s a book called;he Alchemisthy Paolo Coelho. It's very interesting to

read it from the perspective of being an intermaglstudent.
Although it was a short, simple comment, it stayeith me for a long time. | love that
little book, The AlchemisfCoelho, 1993), in spite of its sweeping genesadions and
romantic perspective. To me it represents that ssanse of faith in the process as
described in Act Seven, but also faith in the jeyrand in life. Yes, we do encounter
challenges, yes we struggle, and yesadily does hurtvhile we are inside these
struggles. Ultimately, though, if we can find itonrselves to make our way through
these challenges, as Mezirow and others descnbAdtiFour suggested, we can take
them as opportunities for learning and personaitroUltimately, whatever lessons we
can extract can also help us at a later pointarjabrney. Johan'’s reference to this book
symbolized, for me, an acknowledgement that straggs part of the transformative
journey—part of the ‘disorienting dilemma’ being iaternational student entails.

Johan was not alone in demonstrating this kindes$jpective. Chelsea, too,
demonstrated an understanding that strugglingrisgbahe journey:

The first thing that came to my mind as we werenddhese activities is the

negative things: all the struggling, all the tintee felt powerless. ‘I'm not

stupid, | just don’t know how to communicate!’ Allese feelings and all the



167

differences are somehow easier to remember. Butlweas just thinking that |
should let you know that it's not all bad. | redile it here and | don’t want to go
back. | see the differences: there are things $ @l that | will always miss and
that’s just life. But | have been welcomed here Bhdve found people who have
helped me so much. | had the opportunity to go lecke and feel strange at
home too and compare the two worlds and decidethisis where | want to stay.
This is probably the most incredible thing that &aa, UVic, and everyone
allows us to do. We can choose where we want tdust.because you were born
somewhere doesn’t mean you have to just be ther¢hat's it. Thanks to open
immigration processes—they are complicated, buttitbaght behind it is that
you can choose to live someplace else and to hepardifferent culture and to
choose things that you believe are good and thdt&re you want to be. We have
this possibility and I'm very grateful for that lscse | chose to be here, | like
what | see here, what | have here and this is niipiopSo there are some
difficulties that come with that, obviously, buthink that most of us recognize
that we have to go through some struggles to geetlit takes a little bit of effort,
but it's worth it.
| do recognize that not everyone has access teaime opportunity and ‘choice’ as
Chelsea. In earlier conversations, she indicatatishe understood that the opportunity to
study or immigrate to Canada is a privileged onagcessible to the Majority of the
world’s population and undesirable to others. Hosvethe point here is that she
acknowledges that struggling is part of the expege Somehow, as she says, the hard

work makes the experience more valuable—‘it's wattth
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Daniel experienced a similar kind of lesson. Hd toe a lengthy story about a
committee member that began this way:

Daniel: | had a committee member who waslly overpowering and dominating.

The problem about that was that he was known, oather established himself as

“the” person on [my home country].

Me: Was he from [your country]?

Daniel: No, no.

Me: Oh! (laughing knowingly) An ‘expert’ on [your cotrg].

Daniel went on to talk about how he felt this perperceived him as a threat, how he
tried to “put me down” and dominate committee nregsi He told me that while in some
ways “he was a very strong and very nice man amanited him on my committee,” this
member was so assertive that the student’s supemwizuld “become very quiet” in his
presence. When it came time for Daniel to defesddsearch proposal, this ‘expert’
asked him to revise the proposal five times andllfrasked him to write up a separate
paper to “prove to me that you are capable” of gaire proposed research.

After writing that paper, he went to his superviaad finally said “this is not
acceptable anymore. | couldn’t tolerate it.” Arouhd same time, this ‘expert’ retired
from a leadership position in the department amldieated the opportunity for Daniel's
supervisor to ask this person to step down. Ategibbsnt committee meetings “everyone
told me that it was not acceptable the way he veasgdt,” but “nobody would say that”
because he held a position of power. These arnidldines of our conversation on the

subject:
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Me: I'm sorry you had to go through that! Oh my gocsike

Daniel: But that’s all part of the learning process, rigght
Yes, it is part of the learning process and itédrout that this was one of several
experiences that Daniel used as an opportunitgaimlhow to ‘push back’ as | will
discuss below. Perhaps it was not the most plegsaihof his process, but it was an
essential part nonetheless.

I include these three students’ comments as a satuthis discussion because
their message was integral to many of the stonaswere shared throughout the research
process. | nevertheless recognize that thereiishement danger in suggesting that people
learn from struggle, or implying that everythingvals works out in the end. With wars,
famine, poverty, and various kinds of misery sunding us, it is easy to see that often it
does not. All of the challenges students express&NSETTLED are just as much part
of the story as is the perspective and strengthegloy surviving them. This perspective,
however, is what was surprising to me.

Before we move on to other examples, | am mindfliamks’ (1989) warning
about the ethical implications of representatiomhén we write about the experiences of
a group to which we do not belong, we should tlabkut the ethics of our action,
considering whether or not our work will be usedemforce and perpetuate domination”
(p.43). With these words in minket me be very clear that | am not advocating
intentionally causing othersharm in the name of promoting transfor mative
learning. The kind of perspective transformation particigashescribed was not the result
of intentional pedagogical strategy in a formalt@ag setting. These are examples,

rather, of students’ own capacity for resiliencd gmansformation.
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In guiding you through this discussion, my intentie not to romanticize the
students’ struggles, nor am | expecting other sitgl® simply get it together and get
over any challenge that comes their way; this is Res Mezirow (1991) stated, “these
challenges are painful; they often call into questleeply held personal values and
threaten our very sense of self” (p.168). To embthe concept of transformative
learning, particularly in a higher education seftiwe must acknowledge people’s
emotional work in terms of both the mental effartiahe time it takes to learn from the
overt and covert racism, insults and other formstafggle. Moreover, acknowledging a
journey of transformational learning does not t@llpity—it meansvaluingthis
emotional work as legitimate learning that takesplwithin the walls of academe. It also
means creating supportive communities and figuounigways to better support students

in times of struggle so they can acknowledge themng@l for transformative learning.

Learning to Laugh

The longer participants had been in Canada, the theyy explained what they
had learned about the culture. With time, they vedale to look back and recognize the
cultural mishaps they had not understood in the emdnTime gives perspective and,
although they did not forget the pain or humiliatf the experience, several participants
commented that they are now confident enough th baek and laugh. The following
three stories were shared in that spirit:

Zoe: You know what | found the first time when hoain Canada? | didn’'t have

dental benefits or anything and | had this painl'@owalking into the first

dentist which | am seeing and wanted him to do shimg for me. So he was nice



171

and polite and whatever and when the bill camwag something that | couldn’t
pay. So he decided to put it into payments soltbauld afford it. | was so
thankful because | was so much in pain—the nex fimvent there | invited him
for lunch! (She laughs) Because that’s typicalifgr culture. (She laughs again)
Can you imagine how that person reacted? But yowkit took me ten years to
understand that! (Laughter in the room) That's¢gbfor us—we invite people
for lunch, you know, you're thankful to them. Thelything that you want is to
cook for them a nice dinner—that’s all. Nothingeglbut people here think

different.

Me: He probably thought you were asking him outatate. (More laughter in

the room)
As she was telling the story, she burst into laegkéveral times, as did the whole group.
But this was not a mean-spirited laughter—we wetdaughingat her, we were
laughingwith her. As there were only women present at this wagsl| believe we all
understood just how embarrassing this scenariodvioave been: it is always
uncomfortable for me when people mistake kindnessa different kind of interest. In
this sense, my laughter was one of empathy andskeskethat the other women could also
relate. Sometimes the humiliation of experiencef sis these stays with us for many
years—ten years in Zoe’s case. It seems that laughtl having the opportunity to share
such stories (in this case, in a women-only sektang healthy coping mechanisms for the

stress of adapting to a cross-cultural environment.
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Daniel, too, wanted to share some humour withgtioeip during a separate
workshop:
With that | should stop and share some humourltaraliexperience. ... The
second day in Canada was the worst! In my couné&yive on the left side, but
here we drive on the right side. | knew that, bithvhe jet-lag you tend to forget.
So | stood on the wrong side of the road to gétVac. Instead of coming to
UVic | went away from UVicThat was really funnyAnyways, | got on the bus
and there were three or four people. In my coutiteybusses are always full and
even if there’s only a few people, we all sit tdgetto chat about politics and
there’s always so many things that are happenirgd#n’t sit so far. But in this
bus, when | got in there were only 3 or 4 peoptel Boked around and everyone
was sitting so far and wide. So | sat down nexirte person and he got really
uncomfortable. | thought, is there something wrohg&id hello and he just
grunted ‘humph! (He laughd)hat was really difficult... So anyway, | gathered
my courage and asked him how far is it to UVic?rhlest have really thought
something was wrong because | was going in the ifgodirection. He said, go
and talk to the driver. So | went to talk to thevdr and he pointed me in the other
direction. So that was my first experience. (my bagis)
Although he frames this as sharing some humour finown cross-cultural experience,
he laughs right before expressing just how difiduhctually was when the person on the
bus would not talk to him. This person did not dgtaing wrong, per se, but then again,
neither did Daniel—a cross-cultural misunderstagdas he suggests. Yet being in

unfamiliar territory—his second day in the countrgreated a heightened sense of
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vulnerability: it was “the worst!” Now that he undéands the (bus) culture in Canada, he
can see the humour of his behaviour, but at the henneeded the strength to persevere.
Jason expressed a similar level of emotional valméty, about which he can
now laugh:
For me, today, this is a bit funny. I'm a very erontl person and | laugh very
easily and | cry very easily. | was never a ricly,daut my life in my home
country was totally different. For example, | hadiee car and | used it to go
partying every weekend. | used to work and | hasl ¢é friends and we would get
drunk and I didn’t have to worry about paying mishi[l never thought], oh my
god, | have to pay rent—no! | had to sell my cagéd some money to come here
and of course my parents helped me. And it's thisgtthat happened. It didn’t
last any more than 10 seconds, but it's a scen@é&wer going to forget. | don’t
know why, but once when it was winter and it wasirg a lot, | was coming
home from school. | had my backpack on and it vaasng and | was totally wet.
| was about to cross the street and when | wasngdibr my turn to cross, this
really, really nice car—I was totally wet—and this really nice seopped at the
light. There was this guy about my age who was imgaeally nice clothes. |
thought he was warm in his car and | was outsitt®mHKed inside the car and | can
remember exactly. | didn’t see his face, but | camembeexactlyhis clothes
and the action. He reached for the stereo, a Caaut) and he changed the CD.
He just changed the CD! And when | saw that | ethdrying! [There were noises

in the room, gasps and soft laughter] And | couldtop crying: ‘oh my god—
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thatwas my life!” And | walked back home crying alighit long. I'll never forget

that.
It did seem a bit funny that simply watching somechange the CD in his car stereo
could evoke such a powerful emotional responseeNkegless, from the group’s gentle
laughter, | suspected that some of them couldeekadr me, this story demonstrated that
it is symbolic moments like these, moments wheregegegnize ourselves in others when
we fully grasp the consequences of our decisiohstwe have left behind and what we
have lost. It is also moments like these that caped us toward a kind of growth we

might not have been seeking, a kind of lesson vghtmiot have been expecting to learn.

Learning Empathy
Jason’s story, which had been offered as parteothbsing circle during the first
workshop, elicited the following comments from Zoe:
| think what Canada gave me the most and even tinetsity of Victoria was to
see it from both sides of the coin. So I'm thinkimgyw, what did | do to my
students? At the same time, | want some of my peaies to be in my shoes for a
little while—for a day—so | think then they woultlange their perspective. That
could change everything, right? | want them to kgee or three languages and
to try to think academically in two or three langaa and after that to try to put
these thoughts in English. That’s so difficult! Buhink when Jason goes back
home and gets a beautiful car with a CD player iggbing to notice the person

on the sidewalk just crying. So that is what Canatsnged in me. So | could
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notice everybody who needs help. So | just grewitspily here by seeing the

other side of the coin.

Zoe calls this a lesson in spiritual growth. At theart of her story, | believe, is a growing
sense of empathy. She began to question how, wieewarked in her country of origin,
she too had been implicated in the same kinds futgscenarios she was now
experiencing: “What did | do to my students?” Specsfically spoke of a change in
perspective and wishes her professors could gaigiwa similar transformation. This
desire has implications for professional developineot only amongst students, but
amongst all members of the university community she suggests, “that could change
everything, right?” This comment is linked to theadission in Act Two about Weber’s
instrumental rationality, internalized oppressioil éhe cycle of violence perpetuated by
the normative fallacy: just because we have expeee pain from an individual or an
organization does not mean we ought to do the sarothers. As Zoe suggests, we can
learn empathy instead.

In some cases, students spoke about how findingipgean be a real challenge.
Rebecca told a story about feeling that she hadkom stepped on her professor’s toes,
but did not understand what she had done wrong.nv8he later tried to make amends
with this person, she was met with hostility: “tdit know that | could be told just like
that, ‘don’t come here!’ It hurts! Coming from soboely you really respect, somebody
you like.” She and others in the conversation weyiag to figure out how to grow from

experiences such as these by learning hotto treat others:
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Rebecca: How do we learn? Grow? | want to learn from my pssbrs, but |

don’t want to learn that! (She puts her hand inginepalm forward, in a stop

signal) That’'s not healthy.

Zoe: | think we're all going to be better people if vake the time to get to know

each other.

Jessica: We certainly learn more [about] how to teach.
Violence becomes institutionalized when we norngabad behaviour, when we accept
that ‘the way things are’ is ‘the way they musboght to be’ instead of being the result
of a series of human choices. If educators—espgcthadse of us concerned with social
justice—learn how to overcome painful experienpeshaps we will be less apt to
reproduce the very hierarchies we wish to dismakitle can start with the understanding
that “the world is not OK” (Hall, 2001, p.177) aad a result, how people are treated in
the world is ‘not OK.” Rebecca, Zoe, and Jessiceewsging to learn more “healthy”
ways of being in the world, by taking “the timeget to know each other” and learning
how notto teach. These suggestions point to a need to gpdetter pathways of
communication within university settings.

Empathy can also take the shape of insight intésamen culture. Daniel was the
first person who agreed to meet me for an interviduring our conversation he told a
story about a fellow student who cited a study alpeople in Daniel’s home country
who feed their children to wolves and how, in thiey, science can serve to perpetuate
stereotypes. Here are the rest of his thoughtsatretxperience:

At the same time, it will be the same when a Caaradtudent goes to [my

country] and sits in a classroom. Probably thedlpstudent would say that
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Canada is full of Eskimos. | know it's politicaligcorrect terminology, but even
now in school curriculum you’ll find Eskimos intraded there. So there’s more
to it. It's not that I'm glorifying [my home countj—it's everywhere. Ignorance
is everywhere.
Chelsea spoke to the same kind of reflexive, engpiatlearning from yet another angle.
Although she had previously talked about severallenhges she had encountered, she
could understand that she was not the only onggling with cross-cultural interactions:
| just want to say that we always feel like weareng. So it is as much true for
us when we’re coming to Canada and we don’t kndet af things as it is for

Canadians who are living with people they don’t\rend they don’t understand.

We're all human beings and we all fear the unknd®mthis is happening to us,

but we are not them so we have to get a way totra#goBring a little bit of our

culture so they can understand us, but at the siamewve have to learn about
their culture so we can understand them.
“Negotiating” in a cross-cultural context, as Cleelsuggests, entails active, democratic
listening (Garrison, 1995) and attempts to undatsthe other person’s perspective. As
Daniel suggests, it entails reflecting on our owtiuwre as well.

As explained in Act Two, entering into this resdarbelieved that because | had
been an international student myself, | could sekralate to students’ struggles in a way
that perhaps others on campus could not. Yet, plsieed in Act Five, “a little empathy
can be deceptive” (Gabella, 1998, p.38). In additnthe possibility of perpetuating
stereotypes, as Gabella suggested, we should @lawdre of the implications of

empathizing with people who might be abusing powae complexity of any person or
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situation is lost when we assume we understanchanperson based solely on our own
experiences.
Marcia: | think | do not have a lot of the commawolgems that a lot of
international students face, like the languagediiffies. | must say that so far my
experience in Canada has been very positive amdHl that Canadians are really
very friendly. | went through U.S. immigration atigen | went through Canadian
immigration and | thought, ‘Ohhh, Canadians ardyeery kind and friendly
compared to those in the U.S.’ | think | can emzathvith how Canadians feel
about immigrants and international students becpmgdiome country] has a
very open immigration policy. We are very interpatlized and | think | show
the same kind of prejudices against those immigrdunke the jobs should go to
[the locals] instead of to immigrants. So | carually understand how Canadians
feel about international students.
| had a hard time accepting this comment withodgjuent. In a sense it was a
‘disconfirming case’ (Miles & Huberman, 1994) natlp because she was breaking the
stereotype | had created through my own sense péthy, but also because she seemed
to be empathizing with people to whom | could redate. As a fluent speaker of English
and as a woman whose skin colour, religion, andrgtlersonal characteristics did not
generally trigger a reaction of fear and suspicghe was in a different position to make
this statement than some of the others in the radwract, in response to this comment,
one man told a story about being racially profie@ry time he goes through the

Victoria, BC airport.
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As | was sitting with these comments, | realizeat thhave never been truly
impoverished, nor have | ever been worried abautifig work. My own relative
privilege, family socialization, life opportunitieeducation, and abilities have always
given me enough resources and a sufficient sensecofity that | have felt able to take
risks and pursue goals I did not know how | wourdihce at the outset. If | did not feel
this sense of security, perhaps | too would seerstas a threat and want jobs and other
opportunities to go to me, or people like me fikgirizontal hostility, as McDonald &
Coleman (1999) and Lee & Lutz (2005) explain.

While the threat itself may be real or imaginedhs struggle may be a relatively
privileged one, if we do not acknowledge that pideja may be a cover for unexamined
fear, concern, or anger, the solutions we predegiylwill not be sustainable as they will
not be endorsed by people who hold such beliefs.ithportant to somehow address
concerns such as these, whether we perceive thbmlegitimate or not, as ignoring
them will not build support for whichever actioristwe wish to take. | am not suggesting
that my interpretation was the rationale behind ¢#as comments, only that it helpeak
to empathize with the position from which she, Ilkany mainstream Canadians with
whom | have discussed my research, might be coming.

During the third workshop, Marcia went on to expldeven if a professor shows
racial discrimination, I learn something from iknow how it feels and | don’t do it to
another race.” As it turned out, she not only ernjzad with the Canadians who resented
immigrants’ presence, she also expressed a sirthlamgh perhaps not quite as nuanced,

kind of resistance to the cycle of violence th&teos had described.
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Learning to Push Back

Chelsea’s comments about finding a way to negotigtte members of the
dominant culture were closely linked to many of tegponses an activity called
‘balancing’ elicited. This activity was describedAct Six, but | will remind you that |
asked patrticipants to put their hands on each 'steboulders, lean in and pusbally
push. The intention was not to push the other peoser, but to find a balance. | have
now conducted this activity several times and @&sutsually one of the first activities we
do, it often elicits comments related to trustalfew instances, however, the comments
were more closely linked to the process of negatigbower in the context of unequal
relationships:

Zhou He: When | was thinking about this activityéught of the relationship

between people. At first | thought we should behgeetly and we found a

balance. But then | thought if you're too gentleuye too weak.

Susan: | have several points. One is a Chinesagayithe horse is too kind, it
will be ridden. If the person is too kind, he’s iggito be controlled and used and

tamed or something. So as she said, sometimesaetode stronger.

Daniel: To me it represented domination and bemmidated. We're always
subservient to the dominant culture, but over tiha# changes. We have to
decide if we want to be dominated all the timeabkvalso trying to push the limit

to see how far he would go.
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All three of these comments hint at reaching aitgripoint, maybe even a breaking
point, where enough is enough: “if you’re too gentlou’re too weak,” “sometimes we
need to be stronger,” and finally, “we have to dedf we want to be dominated all the
time.” While these comments were symbolic readthgs did not refer to specific
incidents, they foreshadowed a parallel turningipthiat was more explicit in other
participants’ stories.
The first story comes from a studéhwhose supervisor dropped them* claiming
their English proficiency was too low:
Participant 1. And then after a week of crying | decided | wouldyo back to
[my country]—that | came here to do my degree awaduldn’t go back home
without the thing | came here to do. Then he madealk to him so | went to his
office and he asked me what | would do. | told tivat when you have faith and
when you believe in yourself, you don’t really hgatience [for people who put
you down] ... And | refuse to go back to my countriyhwut my degree. Then he
laughed sarcastically and said, well you know yeuwot going to do your
Master’s with me. And | said, | know and I’'m notegvgoing to ask you to
supervise me. | came here to do my Master’'s andybing to do my Master’s no
matter what. So | had to find another supervisor.
Participant 2: Did you find another supervisor?
Participant 1: | did.
This kind of resolve was reflected in different wdgom several students. Take Jessica’s

story, for example:

9 This was a sensitive story, so | took my cue ftbeparticipant. | am intentionally using the
grammatically incorrect, but gender neutral plymainoun to ensure this student’s identity is priec
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At the beginning | was playing their game, theinwved doing things, in
admissions, in everything—knowing | held the catasy wanted. Then when |
started showing cards thdydn’'t want, they started going, ‘oh...well...." | found
that | just had to politely, and stubbornly, galitely, and quietly jusinsiston

my way, and then look for the people who refledteat way. ... | finally went to
the top and said: ‘It's no longer worth it.” At ghpoint the system crossed the line:
I’'m not staying unless you convince me there’sasoa to stay. I'm not asking

for special favours, I'm asking for you to say,\ydm think it's possible for this
institution to do this? Here’s what | want to deerel's how | want to accomplish

it. Do you have the people for this? If not, thergts of other places to go. And
they were wonderfully accommodating when | gothiat tpoint. But it was
traumatic getting to it. It's hugely traumaticglbes against our natural instincts to

say, ‘you’re wrong!’

These stories add depth to the previous symbohmoents about being so gentle that

they are perceived as weak, being too kind sothiegt are controlled, and finding a

balance between being dominated and being domiMahtas Jessica explains, reaching

a breaking point can be traumatic and counterfintie. These comments are

reminiscent of Freire (2003): this kind of libematiis “a childbirth, and a painful one”

(p-49). Yet, when the breaking point did not comersenough, other students spoke not

only about emotional pain, but physical pain ad.wel

Daniel: When the stress level was too much heyeaainto it my back went out
and | couldn’t take this anymore. | really wasermrible pain ... So finally | said,

I’'m not going to get stressed out. I'm taking ityslow and it's okay if | don’t
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finish it—it's fine, but I will try, I'll give it atry. So far I've finished two chapters

and the third chapter is almost done.

The stress he was experiencing pushed him towdiffieaent kind of resolve. The
resolve we all need to keep ourselves healthy.

How do we know when another person is close tolilediking point or when we
are pushing too hard? If we expect people to ®lwe are not acknowledging that
discomfort can be silencing, as the reality of podifferentials can be as well. Take the
following interchange, for example:

Jessica: | think if you firmly just say, here’s what I'm dag.

Zoe: No, not in my case. It wasn’t possible.

Jessica: In some cases that’s true.

In this situation Jessica, who had already toldstery of reaching a turning point, was
encouraging Zoe to confront the professor with whebra was experiencing conflict.
Zoe's resolution was different, however, and, agglain in the next section, it required

figuring out a different way to raise her voice.

Learning to Raise Your Voice

During the first workshop, | conducted an actiwitilled ‘sculpting partners’
(described in the section on Image Theatre in Act Slere, participants pretended to be
a sculptor and ‘sculpted’ a partner into a speaifiage that represented one of their
experiences as international students. | then as&eld group of sculptors to position all
the human sculptures in a space in the room wedtlle ‘gallery.” Together, these

sculptures told a new story, a collective story eaadh person interpreted that story



184

differently. One interpretation was particularlyetid in connecting the students who
developed the resolve needed to confront, to thhdeechose a different way to raise
their voices.

Daniel: Marcia has identified that there is a flaw in tlgstem. Lars is saying

‘I'm with you, here’s my muscle power.” They've aéen that Marcia has

reached a hopeless situation. Brent is so despdeatqueline has been pushed

around and she cannot take it anymore—it’s so phi@helsea is praying that

something should happen.

Me: So these people are about to take action?

Daniel: Yes.
While this again describes a fictional situatiois, interpretation represented, to me, the
different stages of the journey at which peoplenfbthemselves when they entered my
research project and several possible coursegiohaas well. Throughout the data there
weremanyexamples of participants who had identifadeastone flaw in the system.
Many people offered a hand in solidarity to other® reached a hopeless situation.
Many described feeling desperation. Many had beenhldecause they had been pushed
around. | wondered, too, whether those who hadeaohed to raise their voices felt that
prayer was their only option. More relevant heheugh, | found that many of the
participants were takingpme kincf action.

As | played with this interpretation and sortedbtigh my data | found that there
were many examples of action, large and smallsbare it meant a direct confrontation
or a resolve to stay healthy, as | have alreadgribed. For others it meant looking for

spaces to raise their voices in opposition. Forpagt, although she could not confront as
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Jessica was prompting her to do, Zoe seemed torkawk/ed to ensure that other people
at UVic understand the challenges endured by iatemal and immigrant students. One
of her strategies was to encourage others tohteill stories and in this sense she was
saying, ‘I'm with you, here’s my muscle power.’ Aftthe student above told a very
emotional story about a confrontation with thewwtrher supervisor, this was part of
Zoe’s response:
Zoe: Oh god, you have to write your story! ... A lot afgple are not aware,
they'renot awarewhat’s happening with some of the internationatishts
because they're just taking it. They're not writingf they write, they could
change the system. One writing, second writingdthiriting, fourth writing, five
writing—if we keep it for us, the system is notiggito change. There are things
in the system that could change if we are asseNilreatever it is. Every little
thing. It's not for us to put it inside. No way.
Jessica: You're right. Document it. Pursue it.
Zoe: Just the facts from your point of view. Nobody ¢alhyou if you're right or
you're wrong. From your point of view, as a humamly you have the right to
say your story. If you don’t say your story, peogte going to think that there is
only one story.
These final comments also reveal the benefit afdgiaint research. Dominant
perspectives suggest thhey chose to come here; it is their responsibibtjearn
English and assimilate; if they don't like it heteey can go hom&et as Zoe says,

unless people who see a different perspectiveaaiass to the production of knowledge
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or otherwise find ways to raise their voices, theilecontinue to only be one side of the

story.
Others in the group expressed the shared resphiysibi making change. Take

Sylvia’s comments, for example:
What | always think is | have lots of complaintgidats of struggles and lots of
negative things to say about the system here irm@aand also the system here at
UVic. But | think this institution—the Universityfd/ictoria—this is the place
and this is the site where | can raise my voiceadse | cannot say what I'm
thinking in the middle of downtown, shouting at etipeople! But here | can do
that in a classroom or in this workshop. So | thiskould appreciate that | have a
chance to study here, although | have complaintseegative things. And one
more thing: | have an assumption that internatistiadents have difficulties and
we as international students have disadvantagesms of language competency.
And, how do you say, it is always up to us to reacto achieve the norm, but
they don’t come down—and they hold the power. &y tiways use the power
or exercise power on us. So that’s a lot of presand stress on us. So | think we
need to negotiate, but to negotiate | think we havwaise our voice more and
they as Faculty members or administrators, theulshimave an attitude to hear
our voice more.

As Sylvia suggests, change cannot come from thternatlone. During the course of this

study, | encountered some resistance and | ledhatdh my position as a student | could

only take this research so far. Nonetheless, |at®ounterednanypeople who were

very willing to listen and some who pro-activelyr@erying to make UVic a little more
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welcoming for international students. The humamgeinside the bureaucracy have
some agency, albeit structurally constrained agesmoy as students we did as well.

For the people who witnessed the progression sfrégearch, it was no secret
that | hoped this research would, in some small, wesate a different kind of
opportunity for students, myself included, to raise voices. My position as a ‘white’
woman was not unproblematic and | was wary of Eithve (1992) warning to critical
pedagogues who try to create space for peoplade tiaeir voices, when in fact learners
often speak out against those in authority (inecilgdhese same critical pedagogues).
Nevertheless, my hope matched Zoe’s and Sylviasgee As Zoe went on to say,

In the end what matters? Our degrees? No. Onlylong matters: our insights as

human beings, right? So we have to make the wditteabit better. Even though

it doesn’t change for you, it has to change forgheple after us.
Perhaps through the ripple effects of UNSETTLED,i&JWill be alittle bit betterfor the
people who come after us. As rephrased by BeclgaiQ)1 “the question is not whether
we should take sides, since we inevitably will, ather whose side we are on” (p.204).

Several participants told me the reason why the gae their time and their
stories was because they shared my hope thaegeanmch would make some small
difference. This project, however, was not the @mgce people found to raise their
voices and work toward institutional change. | irsio Johan at a feedback session hosted
by Graduate Studies. | learned that Susan and Tremdked for the new student
orientation, with a desire to help new internatistadents in particular. Bella created a
solidarity group for people from her home countng Maria-Luisa created a writing

support group for fellow graduate students. Co@avipusly sat on the Graduate
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Student’s council and, like other people who anerfik in more than one culture, | noticed
that in her everyday life she played an unofficadé of “interpreter, translator, and
ambassador between groups” (Mahtani, 2005, p.&8)kr@l audience members
commented on the power of Lawrence’s poEmame,and its publication across campus
extended the impact of his words further. The M&stesearch of Susan and Sylvia
relate to the experiences of international studeamd Phyllis’ work relates to global
citizenship. Zhou He became active in various emritental organizations.

Over the year | conducted this research, | begéining and hearing people
beyond the scope of this research raising theegas well. | noticed that several more
international students became involved in the GagelGtudents’ Council, as
representatives and in paid positions as Executebers. The fall 2006 edition of the
Graduate Student magazine thieacknowledged Sourdeatured the writing and work of
many international students from across campuysaiticular from the Faculty of
Education. Time will tell whether these small bigingficant individual efforts will reach
the critical mass needed to cause the system ftselfange. In the meantime, take note:
international students are taking action—they aagrling to push back and to raise their

voices.

Learning in Community

The ability to laugh, the ability to confront, atiek ability to raise their voices
only became possible for these students as tingrggsed. Time was not the only factor,
though. Of equal importance were the relationshiphk during this time. Students spoke

to me at length about isolation, loneliness, amddbsire to belong—wanting to reach
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out, but not knowing how. For many students, howete intensity of this stage
eventually passed:
Sylvia: Yeah, | miss my parents, but | think nomIable to enjoy life. It's
because | think | can find a place where | sho@ldbwhere | do feel
comfortable. That's the impact of my friends herd/ictoria. The more | have a

connection with my friends here, the more | feehtartable.

Daniel: I'll just say that this is the fifth yedm here in Canada. The first two

years | felt terribly lonely. Terribly lonely. | véawvaiting to go back. Just drop

everything and go back. But in the third year whamnt back home, | felt lonely

there. One of the reasons is | find the culturecae is everyone is similar. |

don’t get to mingle with other cultures. Here | Bdiie opportunity: Brazil,

China, pick any country, it's here. So I'm persdyaiteracting with each one,

but there’s a sense of belonging in a cultural lkahdiay. So | would suggest to

you that | love it here.
Many educators understand the importance of cigatmnintentional or safe learning
environment, conducive to fostering critical consgness. However, the learning
environment for students in this study reached bdybe classroom walls. When
students feel lonely, “terribly lonely,” how candgmot affect their ability to learn?
Conversely, as Sylvia suggests, relationships frginds make all the difference. Both of
these comments speak to the power of learningnmuaanity.

In a small way, this research generated a simélase of belonging. The last time

the theatre troupe got together as a group, wamibé campus cafeteria where
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Lawrence normally eats. On our way back from theddaver performance, Lawrence
had invited those of us in the car to join himdamner. He explained that he had too
many points left on his cafeteria meal card andnditwant these to go to waste; he was
returning to China the following week and the caxauld expire while he was away. We
were too tired at that point to take him up ondffer, but | promised | would join him
for a meal before he left town. When it turned ihatt we had to cancel the April
performance on campus, | asked Lawrence whethewohél like to invite everyone to
the cafeteria instead. Generously, he extendenhitation.

As we made our way to the front of the cafetena4up to pay for our meals,
Lawrence explained to the cashier that he was auyell six of us with his meal card.
“Wow,” the cashier exclaimed, “you’ve got lots ofeinds!” | smiled. A few moments
later when we were sitting together eating our sydalbowed Lawrence and jokingly
observed, “Hey, you know what this window kind obks like? It looks to me like a
frame”—in reference, of course, to the verse ingaem we had heard him read so many
times before:

| am in the cafeteria

The sunbeam is shining on the tree

The window is a frame
“Yeah, yeah, that’s it!” he replied, to which Mailiaisa added, “but this time you're on
the inside.” Indeed, we all were. Through the refahips built over the course of this
research, some of the frames had begun to disappeaall of our lives.

The University of Victoria is already aware of theed for international students

to connect to the community. As stated in Act There is a ‘Buddy System’ that
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connects new students with old and | imagine theedimes when these ‘buddies’ turn
into genuine friends. International students areatane in this desire to connect. Two of
the so-called ‘Canadian’ actors, Maria-Luisa anglli®) also have a plan in the works
for connecting international and immigrant studemts Canadians who have travelled
abroad. Both of these are important efforts becthesgspeak to a more universal need
for community.

Yet, in the context of academe, there seems torbera fundamental reason why
this sense of isolation is particularly acute. Thenpetitive nature of academe reflects
the competitive nature of this society where wecaraditioned to work independently
and rewarded for being individuals. This anonymoarsment from one of the
participants, which was given to me as feedbacthenesearch process, spoke about a
different way of learning that led to the feelimgt we were all on the inside: “people
having a common goal are easy to understand arairi@efriends.”

Of course there is something intangible about f&drp, about relationships,
something in the chemistry between people that syavkdoes not. In this final
discussion on community, | am not suggesting tretivneed to b&iends,but | believe
that we do need to find more reasons to work witleis so that we cdaarn howto
work well with others, to share common goals. I fisat cooperation is a skill that is
being systematically socialized out of us in acagl@sit is in the larger society. If we
recognize this we can make choices about whethezddhe world as a competition over
allegedlyscarce resources (McDonald & Coleman, 1999), er @sllective effort to
achieve a socially just and ecologically sustaiegdthnet. This is work that can begin in

the context of our classrooms, our research, anéwaryday relationships. Such
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relationships can support international studentsg—+emall—in lifelong journeys of

transformative learning.

Summary

In this Act | have reviewed several of the waysvimch students transformed less
than ideal circumstances into opportunities fospeal growth and action, experiences
that are congruent with the theory of transformatearning as described in Act Four.
Students understood that struggling was part oé#perience and managed to find
lessons in these struggles. They learned how ghlatithemselves, even when the
laughter originally came in the form of tears. Theynd empathy for others they had
hurt, or for the ways in which they thought maieatn Canadians might be struggling
with how to interact with them. They found the stgth needed to confront, to persevere,
and to keep themselves healthy. They found thegegoand encouraged others to raise
their voices as well. And finally, they were aldel¢arn these lessons when they found a
place to belong.

As the stories told by students in UNSETTLED intikcdhese transformative
lessons do not come easy. People arrive at a @sitiveeeking wisdom, but are perhaps
unprepared for the nature of the wisdom they valhgBy better acknowledging and
validating the kinds of struggles | have describetk and creating more authentic
everyday relationships, the university community sapport students in realizing the
potential for transformative learning. Yet it istrsdudents alone who can realize this

potential. In the next Act, | describe the limitats of a research question that focused so
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narrowly on international students and discussrtbeeased potential for change that

stems from an intersectional analysis.
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Act 12 An Intersectional Analysis of a Globalizeditersity

After the fourth and final summer workshop, | hatlected sufficient data to
write a dissertation. Four theatre workshops widinteen participants, plus one pilot
workshop and five semi-structured screening ineawgi had given me sufficient stories to
write something potentially meaningful about th@exences of international students
and about using theatre as a method of inquiryad determined to go to performance,
though, and these four workshops had not built ghenomentum to make this happen. |
was still learning.

There was a specific moment during that final sumwakshop when | knew the
search was not over yet. In that moment, as witliseussed, it became clear that the
search | was on was more complex than the parasndittated by my research question.
To learn the lessons this research could revéalew | needed to be more flexible—no
matter how loud the academic ‘cops in my head’ (B2@01) were blowing their
whistles.

The second set of lessons from this research exhémga acknowledging
contradictions embedded in the research quessetf.iMany of these lessons were
contained in the symbolism of that one moment enfthal summer workshop. Over the
course of the research | discovered that this iagtineld multiple symbolic layers and
these revealed themselves as time went on. Theseng, which Acknowledgen the
three sections following the description of the tenactivity, pertained to the diversity of
experiences captured in this project. | acknowlatigadiversity of racialized students,

the diversity ofall graduate students and the reality of antagorsstsggles in
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increasingly globalized university contexts. Figallacknowledge that these are all

interconnected.

Knots

The activity that symbolically represented the dess| will present here was
called ‘knots.’ For this activity, we stood shoulde shoulder in a circle and reached
across to hold on to different people’s hands. gimpose of the activity was to undo the
knot we had created with our hands while workinggtber in silence.

There were two aspects of this activity that geteekr@mbodied moments of
learning for me. The first was that while | had héacilitating all the activities from the
outside until then, | facilitated this activity frotheinside In earlier workshops, | had
been prepared to participate if the occasion afosexample if someone needed a
partner, but until that point | had not. When | @egxplaining this activity | was musing
aloud about whether or not to join in and it waes plarticipants who encouraged me to
join. I am not entirely certain why | did. Perhapwas because of the invitation, perhaps
it was because by then | felt very comfortable with methods and the people, perhaps it
was because only women were present, or perha@sibecause this activity is meant to
be done as one large group. Most likely it wasralmiaation of all of the above. In any
case, there | was and because | was there | nptotmlessed, but alsexperiencedhe
lessons that emerged from this activity. This wessgoint where | truly became a
participant in my own study.

It was not only that | facilitated this activityoim the inside that was influential; it

was what happened while we were working togetheveds As we began the act of
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untying the knot by twisting and turning our bodsesl handssuddenlythe group broke
into two smaller groups. Susan, Jessica, Rebeatawaare on one side and Chelsea,
Sylvia and Zoe were on the other. | recall feelstgpbcked’ and reviewing the video, at
this point in the activity | literally gasped owiud. | stopped for a moment, looked over
at the other group and then realized | still hadawy group ‘knot’ to work out so we
went back to work. | am still not sure how thisdkéappened and it does not really

matter that it did, what matters is what | learned.

Acknowledging the Diversity of Racialized Students
When the circles broke apart, | really graspedii@ications of something | had
previously known in my mind, but had not fully umsi®od in my body until that
moment. After the other students finished spea&imgut what this symbolized from their
perspective, | offered my own learning to the group
| think there’s an assumption embedded in my redetdyat all international and
immigrant students are one community, but thatistn®. | mean, there are so
many different communities, but there’s this catategory of ‘international
student’ that UVic uses, that everyone uses, lareth such diversity in that. So
that to me was symbolic.
Somehow, | did know this already. It made perfectse to mynind: | had read much
theory on diversity, hybridity and so on, and hadrd people speak about the
heterogeneity of international students before,l lblid not understand what this reality

actually meant for my research.
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When | tell people about my research, there isllysana assumption, or
stereotype or prototype of international studestésian, mostly Chinese, students. In
my Faculty, the Faculty of Education, this protayp mostly women, whereas in male-
dominated departments | suspect the prototype &lynmen. Indeed, several Asian men
from the Faculty of Engineering participated in tinst summer workshop. There is an
obvious reason for this prototype: most internatl@tudents come from Asian countries,
just as most of the students in this research wegially from Asian countries as well.
Yet, within the assumed community of internatiostaldents there is, as my comments
from the hands activity suggest, such diversityd®hts who come here from a culture
that is not highly represented amongst internatistumlents will experience different
kinds of cultural adaptation that may be accomphbiefeelings of cultural inferiority,
which was described by two participants in paracul

Students’ experiences were also qualitatively dffé according to gender, age,
class, sexual orientation, ability, language, amndrs Moreover, students did not
necessarily understand each others’ culturesicip $ame had more difficulty with other
cultures than with mainstream Canadians. Takedth@ding two examples, for example.

Chelsea: My conflict was with another student. Adly what happened was with

my research group. We have two people from thisquaar country and | believe

it's totally cultural, but they're very direct whehey talk. For us it seems like

they're rude because if they see something in wark instead of criticizing in a

way that (pause) | don’t knowhat we dothey just sayhis is wrong!l don’t

agree with that!So the first time [this happened] we didn’t talkiech with this

person. He was sort of isolated for that reasontiyaght he was bossy. Then it
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happened again with this other person from the gaatwe. And this time |
realized, yeah, he doesn’t mean that. It's justihg they talk. They’re so direct
and we’re not used to it, right? But we got intongotrouble with the research
group because the other people who didn’'t meefitdteone thought that this
person was being rude again because of the waslltegltto us and was being
bossy and everything. So we had to talk to our i@, My supervisor is sort of
the same way, so he said [to the student] | kn@w\tte in this part of the world,
we talk in this way, but you have to remember tiaat it's different. So you
might want to try to rephrase the way you talkniast felt like |1 was betraying
him [the student] a little bit, but he changedtelibit. He’s trying. | think it's
basically a cultural difference. It wasn’t a bigatlebut in the same way | now
recognize that it's his cultural way of doing th&a@ hat’'s why they were talking
to us like that.

The second was from Sylvia. There was a long paek®e she started this remark, then

hesitantly:
| think there is some, how do you say, racial campy. | think here in Victoria,
how do you say, the number of ‘white’ people ig&rright? | don’'t know.
Hummm. ... When | first came here, my impression ah&la was good, but as I,
how do you say, as | continued to live here | danidw why but | began to have
hostile feelings against ‘white’ people. For exaenwhen | went shopping, the
person at the cashier, her attitude was so tertith®ught, what did | do? Did |
do wrong? | don’t think so. So my impression oft @anada maybe, but Victoria

was getting worse. And then as | continued to heee in Victoria, | noticed that
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all ‘white’ people are more kind than Asian peoplthink that Asian people,

especially immigrants, have some kind of pride thay had gone through

difficult times and then they have now establistiesdr culture here. So | think

I’'m just a student who is visiting and studyingdaéor a short time, maybe

compared with them. So I think their attitude togvAssian students is not so nice.

Do you know what | mean?

Taken together, these comments are indicative tf inter-cultural misunderstandings
and the “horizontal racisms across and betweearéifitly racialized ethnic groups” (Lee
& Lutz, 2005, p.15) as described in the literatoféntersectionality in Act Three.
Moreover, as Chamberlin-Quinlisk’s (2005) studygesfed, it is not only ‘white’
students who can have their assumptions brougheteurface through intercultural
communication; we all can.

The methods used in these workshops served a mugbdmiilding relationships
over time. This was more difficult in the three-halwop-in summer workshops, but with
the extensive contact between the six actors iffilaé performance, we learned to be
more comfortable with the kinds of cross- and wtteltural discomfort suggested above,
until that discomfort started to fade away.

Another insight on the diversity amongst students the lived reality of
multiculturalism came when | first met Maria-Luidaring the weekend play-building
workshop. Maria-Luisa self-identifies as bicultural

See I'm Canadian because | was born here, but Wwbame [back] to Canada

when | was 17 | didn’t know what Canada was, tl lhefre when | was a baby.
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She has lived in two countries for long enougheablturally and linguistically literate
in both. (She was happy that | could not properbnpunce her last name when |
introduced her at the final performance. Slatedpeople to know that her reality is
somehow different from her outside appearance.)
Jessica’'s comments elaborate the idea that otlopigds identities embrace this
duality, this tension:
It's interesting because | grew up in Asia so mattvho | am is Asian, but |
never look like that. And then my passport is fritve@ United States so there’s
always an interesting reaction when you pulltbat passport. I'm always put in
that position of being white and being female. .. .tls&re’s always this duality in
my life. | came to the U.S. when | was 18 so | hemmigrant status with the
right passport. So there’s always this assumptianh ltwould know things that are
‘white’ or ‘Western’ or ‘North American.” And | ddhknow them.
Both of these students reflected a transnatiomadtity that was simultaneously insider
and outsider. Their identities challenged “inadegweand inaccurate binary divisions”
(Grewal & Caplan, 1994) of both theory and citizgps Mahtani (2005) speaks of the
potential for such individuals to agentively becofsgies, tricksters, ambassadors, and
interpreters in order to consider other modelsetecdbe the multifaceted experience of
‘mixed race’ identity” (p.77). However, in this gEular context these two students were
speaking about unique challenges that arose fremhlgbrid identities, where external
appearance did not match the lived experience sadrasult the expectations placed
upon them were disorienting or incongruent withrtkeowledge and experiences.

Similar mixed identities emerged through language.
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From the beginning | was curious about the specifallenges encountered by
speakers of English as a second language. Whilgtithggles associated with language
and accent were poignant, and these made it ietbrtal performance, amongst the
participants there was, in fact, much diversityuaiehlanguage competency. Take the
following interchange, for example:

Me: Okay, and in terms of learning to speak Englidtndw that’s a main reason

for coming to a Canadian or American or AustrabatJK English-speaking

university. What are the reasons for speaking Bhgli can guess some of them,
but I'm curious whatour reasons for learning English are.

Mar cia (the first to speak, but somewhat hesitantlyk itly first language.

Me: It's the first language in [your country]? Okayatlshows my ignorance. |

didn’t know that. Humm, (I add, jokingly): “Your Etish is so good! Do people

say that to you?

Marcia: That's right.

Me: Does it drive you crazy?

Marcia: No, no. The first paper | submitted to the instouche said ‘oh you

write very well.’ | told myself, | know that | wrt well, then | thought maybe he

didn’t know that | learned English when | was youhgort of like it. You know

the expectations of people and you fall just slighbove their expectations and

then you do well!
Although there are local dialects, all the educatiad business in her home country—as

in the home countries of several post-colonialipgants—is conducted in English. In
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this way, she, like several other so-called inteomal students, has essentially been
speaking English all her life.

Her final comment about knowing people’s expectatiand exceeding them was
interesting for me to learn. It demonstrated twpeass of the complexity of language.
First, it gave some insight into the expectatidns professor (and possibly others) had of
international students: low. Second, it demonstr#tat speaking English from a very
young age placed her at an advantage over otlenational students, which she clearly
acknowledged at an earlier workshop.

Because Marcia’s external appearance did not mbhé&hbxpectations of her
ability, she was rewarded whereas students sudbsasca and Maria-Luisa found
themselves at a disadvantage from similarly misehred expectations. This was also a
very different scenario than experienced by stusibke Sylvia who gave multiple
examples of “people measuring my intellectual bbby my communicative
competence.”

These kinds of nuanced experiences speak to th@atioms of conducting
research or creating support systems, policiespaattices based on the category
‘international students.” While this category ishegps a useful heuristic device or a
strategic way to work in solidarity to overcome rgthchallenges or toward shared goals,
the category has many limitations. It is an extiynmposed category that delineates the
boundaries of a hypothetical community.

In fact, the category itself can lead to a furtbemse of isolation when there is a
refusal to acknowledge the ways in which internaland domestic students’

experiences overlap. For example, Phyllis, a ‘witn-in-Canada Canadian spoke on
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several occasions about how her experience at didiaot meet her expectations of
graduate school based on what she had been told a&oprogramme—a sentiment
expressed bynanyinternational students in the study.

It is important to understand shared strugglesrataacism, language and culture
that may unite international students and alsalthrensions of power and privilege that
place English speakers and those familiar with Geamaculture(s) at an advantage.
However, as demonstrated by the complexity of thwva students’ identities, people’s
experiences are not so easily categorized. As ithestcin Act Three, even official
citizenship is fluid: several students were eithethe process of immigrating to Canada
or considering doing so over the course of thisaesh. Ultimately, the term
‘international student’ is simply an administrativ@egory that reinforces a nation-state
based definition of citizenship, one that is bountime (Lee & Lutz, 2005), but that has

materia implications for determining how much adstot pays in tuition.

Acknowledging and Engaging Diversity

Although all of the above insights around diversitgre embedded in that one
moment during the hands activity when the two gsdooke apart, the implications of
such diversity amongst students were not the @dydns | learned from that activity. As
the research progressed, | became increasinglygioussof the fact that because my
research related to international students, thisec® be seen by others as my primary, if
not only concern related to social, economic, araagical justice. | later realized that
this too was symbolic of the two circles breakipgd As | mentioned above, | looked

over, gasped, and then realized | needed to g&ttbagork with the people who were in
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my circle. Practically and symbolically, | did dedck to work, but the work became
more and more uncomfortable because as it diduligtrepresent the range of my
values. For example, for a study that implicithdagxplicitly dealt with racism, | was not
deliberately trying to connect the potential expeces of Aboriginal students or
racialized, ‘born-in-Canada’ Canadians to the eigomees of international students. For
the purpose of conducting research, | had brokea simall piece of racism and
Aboriginal students were somehow in another cwaté which | was not connected—a
contemporary dilemma which Armstrong & Ng (20050 ss.

As mentioned in Act Ten, in early analyses | atteadgo demonstrate how
individual struggles with racism were unique acaogdo specific elements of identity:
gender, class, sexual orientation, ability, langyaglture, etc. Attempting to categorize
experiences in this way was unproductive, howeagpeople’s experiences overlapped,
diverged and then reconnected in other categdriesddition, despite my efforts to allow
this research to be informed by an anti-oppresspproach that uses an interconnected
analysis of dimensions of power and privilege,ihure of my question, as well as the
anti-racist theory | read going in, encouraged angptlight one dimension of
oppression, racism, over all others. Early in tleekshop, one participant made a “queer”
comment and in the moment | decided to let it sl it haunted me nonetheless.

In particular, when Phyllis and baby Margaret jairtee project the microcosm of
my research, like the university community it regaets, became more complex. As a
person who has so far chosen not to have childilemgwthat | am ignorant about what
being a parent, being a mother, entails. Throughrésearch, | came to understand a

little about what it is that | do not know.
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Phyllis and | spoke on the phone shortly beforewbekend play-building
workshop. She told me she had just given birthatoytiMargaret two weeks prior and
that she was still interested in participating. iewath this conversation, | was still
surprised when she brought Margaret and her paxaksion to the workshop. In
retrospect it makes perfect sense that she wouldawe been able to leave a two-week-
old nursing infant at home, but after our initiahwersation, the thought that a baby
would be present at the workshop honestly nevessed my mind. (As | said, | am truly
ignorant in this regard.)

I did not know how to facilitate the theatre adies to accommodate a baby, but
in the back of my mind | knew anything was posstbfer example, Diamond had told
us he conducted workshops with people who use whaes. Phyllis and | agreed that |
would explain the activities as usual and she ctiglde out a way to adapt them if she
needed to be holding Margaret in her baby slingitoone out if she could not adapt.

As | do not normally spend time with children, lla@med Margaret and was
curious about what new doors her presence might fipehe research. On our first day
together, Coco immediately commented that althontgrnational students encounter
challenges, seeing Phyllis with Margaret made hiektabout some of the different kinds
of challenges other students were also facing. IQtaeicipants reflected this sentiment
as time went on. Although she is not an internaigtudent, Phyllis’ (and Margaret’s)
participation in this research encouraged all aiodgarn more about balancing
parenthood with studies and in this way | am certhat the whole research group
learned and benefited from baby Margaret’'s presexotonly did she become an

integral part of the group, she also became agrakt@art of the research process.
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Too young to sign the consent form, Margaret pgied by her mother’s will.
Margaret, however, was not a passive participatitisiresearch. She was very much
present and in some ways had more choice oveethestof her participation than others.
While the rest of us pushed through a certain let’/discomfort for the sake of getting
through the work, Margaret always made her needssknwhen she was tired, hungry
or otherwise upset she told us, and more often tloainer father Nelson (who was there
in the background throughout the workshop) cantake her away while the rest of us
carried on. | suspect that despite my attemptetavilare and respectful of people’s
needs, there were times the other participantsaslishlarger being would whisk them
away for a moment of respite—but if this was ind&eé they, unlike Margaret, did not
tell me.

Because she was only two weeks old during the wekk®rkshop, when
Margaret did not want to participate it often metduatt Phyllis needed to take a break to
feed her or otherwise attend to her needs. Notisumgly, the rest of us never
complained about having to break—we too needed, fiasd, and a change of diaper, so
to speak. We rested when she needed to rest, wehateshe needed to eat and in
general this created a more natural flow to thekaloop than | ever could have designed
with a pre-set agenda. We did not consider thesakisrlost time’ as we used them to
care for ourselves and also to get to know eacérdgétter through less formal
conversations. In general, Margaret reminded uetmore gentle with each other and in
this way | felt she made a significant contributtorour overall enjoyment of the process.
As a person who tends to push through physicatmmtienal discomfort either to achieve

the task at hand or for the sake of being politeatned much from Margaret.
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In the time leading up to the first public performa at UVic, Phyllis and | began
discussing whether Margaret would continue to lré gfethe performance. As she had
been there throughout the development of the pkheswas, in actuality, a member of
the cast. During the rehearsal we learned that Mat® presence also added a wonderful
dimension to the forum. As Phyllis was playing #mtagonist in two of the scenes,
Margaret made her character more real: less okadanensional villain and more of a
human being—a mother. As it turned out, the bes¢ fior the public performance at
UVic was during the evening and since it was paatddret’s bed time, she could not
perform at that time. To symbolize that she stadlsva mother and maintain some of the
complexity we had built into the plays, Phyllis bght Margaret’s baby sling and rocked
it throughout her performance. Inside was one ofgdeet’s stuffed animals, but this was
not the same as being on stage in the presenckveflauman being, a real infant.

As mentioned, we were invited to perform again Bhgllis decided that
Margaret should act in the next two performancesvéier, by the last performance it
became clear to all of us—to Phyllis and me inipalar—just how integral a role
Phyllis’ partner had been playing in the whole prcttbn. | had been acknowledging this
reality in small ways, but the real implications &ll of us when he was out of town
during our last performance in Vancouver.

While Phyllis had a full public life, which includener graduate studies, this
project, and other projects as well, she, like ogaents—mothers in particular—
simultaneously had significant domestic responisigsl. The delicate balance that

enabled her to do all this work was offset whenteh&porarily became thanly care-
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giver. Despite the fact that Phyllis had brougbinal a friend to help with Margaret in
Vancouver, without the support of a full-time dags all learned that it was simply too
much for Phyllis to continue to do all the emotipmerformanceand care-giving work
this project entailed, while attending to her owadyate studies and other projects as
well. Intimately witnessing her juggling act while were in Vancouver led me to ask
Phyllis whether she truly wanted to go ahead withftnal performance we had
scheduled at UVic, especially as her partner watildbe out of town. “Should we do
this?” | asked, and after a day of careful consitien, Phyllis decided that she could not
give the final performance. As it was not posstbléind a suitable replaceméhtor
Phyllis’ characters in time, and as no other dateked for everyone before two
participants were leaving town for the summer, weded to cancel the show.

Through my relationship with Phyllis and Margalegained a better
understanding of a different kind of student sttaggan the one | had originally set out
to investigate. This new understanding crystalliteddlessence of intersectionality for
me: when working collectively for social justicesimply does not work to privilege one
form of oppression over others. As | have alreaglycdbed in Acts Three and Eleven, all
should be acknowledged and addressed.

The diversity of graduate student struggles hadioagons in terms of the
allocation of resources at UVic—for example, dofwed anti-racism initiatives or child-
care? This question could be generalized to amatlevel as well. There are gendered

implications, of course, and women are still figlgtfor universal child care—a fight |

%0 This friend was paid an honorarium for child cake.was the case with all the actors, her transiort,
food, and accommodation were also covered. Actmsived an honorarium for this performance as well.
2l Maria-Luisa was out of town during the performafmeuniversity and college administrators, but we
found a temporary replacement for her characters.
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fully support. However, an intersectional analygiggests that this is a limited
conceptualization of choice and that there arerotlag's to take action.

This research presented an alternative that ireBdhiere is a greater need for
cooperation as claimed earlier by Wilkinson (20@%). several occasions, Phyllis talked
about how it warmed her heart to watch all theipigdnts interacting with baby
Margaret and, as described above, she served@astaopconnection between people
with perceived differences. This connection imptiest the central question should not
be whether to fund one service over another—batequally essential for graduate
students, for human beings, to achieve their fodéptial. Instead, how can we work to
bring more people together to minimize isolatiod amaximize benefits for all?

While it is useful to understand how racism, sexiageism, classism,
heterosexism, ableism, and so on manifest in soar@ in people’s daily experiences,
the challenge presented by intersectionality griderstand how these overlap and
intersect in unique ways and also how people mrmudite unexpected, but productive
alliances across their struggles. In a sense,rigmal category of ‘international students’
also became symbolic to me: this research cameptesent a way of figuring out how to
make UVic a more respectful learning environmenefeeryoneThis, however, entailed

another challenge: acknowledging the antagonistggle.

Acknowledging the Antagonist’s Struggle
As described in Act Six, integral to Diamond’s “Htee for Living’ work is the

idea that the antagonist be represented as a coinphean being, not a one-dimensional



210

villain. “We might look at hi& actions and disagree, but he must believe hisrtre
correct [in the context of the scene]” (Diamond)20p.71). This is a point of
discrepancy between Diamond and Boal. In morettcadil models of ‘Theatre of the
Oppressed,’ the antagonist should not be replamef@ér of presenting a magic solution
and if participants perceive the antagonist as asteo, that is how the antagonist can be
played. Diamond demands that antagonists be plaed realistically so that in
understanding their motivations, we can attemjaiter the conditions thatreate
oppression, not simply ridicule or seek to incaaethe individual oppressors
themselves. This perspective runs parallel to tbeudsion on internalized oppression
presented in Act Three (e.g. Fanon, 1967; FreD832Mann & Huffman, 2005).

Placing myselinsidethe ‘knots’ activity had one further consequence .af
insider, | also became more directly implicatedt oxay implicated in finding the
solutions to challenges this research aims to addiait also implicated in creating those
very challenges in the first place. “I” became syphbof other ‘white’ Canadian students
who are not only responsible for creating and segkblutions, but who are also facing
unique struggles them/ourselves. While it is ngtrapriate to reduce the analysis by
simply claiming that ‘we are all oppressed’ (Ellstin 1992), through this theatre work |
learned that solutions, like many efforts at chamgdy work if all the struggles in the
scene are acknowledged and somehow honourednkl@#nis experientially through my
relationship with Phyllis and baby Margaret asVéalready described. | also learned

this by paying closer attention to different kirmfsantagonists.

2 Gender pronouns alternate between masculine anidifee throughout Diamond’s (2004) text. Whether
the use of a masculine pronoun is intentional cidiental in this instance is unknown.
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Part of the facilitator’s responsibility during therum is to figure out a way to
invite audience members on stage. To do this,éc@gleople to keep two questions in
mind as they were watching the first run of thenese what are the struggles each
character is facing and how can we create respsiclda the scenes? During the four
performances, | believe we genuinely did find a banof ways to create respect for the
international students in the three scenes. Wedauigw ways to create respect for the
instructor-characters too, and in the final perfance in Vancouver we even found a few
ways to create respect for the character of Franeimo, in the first scene, was trying to
juggle her children’s schedules with her partidgain a group project. What we were

never able to find, however, was a way to respae.J

Playing the Antagonist.

Phyllis’ character Jane was the most evil antagevsincluded in this
production, the one who, in the second scene wdilktiee actors were on stage, blatantly
accused Lawrence’s character of not knowing angtalout human rights and indirectly
accused him of perpetuating such abuses himseadfdfikiing force behind the character
Jane’s anger, which was only understood througleaad interventions, was a magazine
article she had read about a female child beirigdadie in the gutter somewhere in
China®® This was an important point of connection for ¢haracter that Phyllis had
researched and developed on her own, which en&bletd more realistically portray the
humanity and struggle of angry, if not ignoranteld®he was, after all, the mother of a
baby girl and her character was incensed at tteeaflsuch evil being done to another

mother’s daughter. She felt solidarity with the heat of the world and, in this scene,

2 This article is available online at: http://wwwisgarner.com/deadnewborningutter.html
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Lawrence—like other participants who had been midt negative stereotypes—
inappropriately became the target of her anger.

China is symbolically one of Canada’s favouritdamis: not only is its economy
getting stronger and therefore somehow perceivédraatening, but we hear frequent
media reports about its environmerdalwell asts human rights abuses. Even politically
left-leaning documentaries such as ‘Manufactureadisaapes’ (Baichwal, 2006) focus
the attention on China, with minimal discussiorhofv we in Canada are guilty of and
implicated in the same charges. Taking the risikdiiding a line about ‘human rights’
in our performance led to several conversationsiati® complexity of these issues in
the group work creating that scene and also ifahen. Problems related to accepting
media reports uncritically and Canada’s historjpaian rights abuses were also
revealed through several interventions during diffié performances.

Unfortunately, what was never overtly brought te #udience’s attention was the
reality that Lawrence, too, was the adoring fatifea daughteandthere were two
Chinese daughters (female students) also in thees@eneath the surface of this scene,
just as in life, there was complexity that was meegealed and points of connection that
were never acted upon. The attacks on Jane diardt this reality could only be
uncovered if Jane could somehow enter into a réfspedalogue with the other students
in the microcosm of a classroom we had createdages

The only intervention that came close to creating kind of respectful
environment occurred during the rehearsal. Inititeyvention, an audience member
replaced the instructor in this scene and askedttigents to work in small groups

instead of having a discussion that involved theleltlass. In a small group setting,
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Lawrence’s close proximity to Phyllis (as Janejudied some of her anger and she was
simply not able to speak to him in the same toneoafe. Although this did not
acknowledge Phyllis’ struggle, the different clagsn dynamics did create a possibility
for the two students to have a more respectful emation. At the end of this
intervention, Phyllis (as Jane) apologized for t@mnments and, in turn, Lawrence
forgave her.

Phyllis and | had several conversations about BEopgnances as the antagonists.
Shortly after the rehearsal she told me that timfopeaance had left her feeling rather
unsettledand the title of our performance was the resulefchoice of words. Aside
from the one intervention described above, mosth®interventions in the first two
scenes directed anger or ridicule toward her. im ferformances, not one person
intervened who genuinely understood or acknowledbedtruggle of the character Jane.
After the third performance for the University atwllege administrators, Phyllis shared
the following thoughts with me:

I'm left feeling a bit empty about the end resMithat exactly was learned?

Were we able to move beyond binary thinking? Neabee we have yet to have

someone replace me, the antagonist. As hard ssl iam almost certain that each

and every one of us can, in fact, find parts okeluwes in [the antagonists].
| am certain we can too and given that we werddohio perform again and again, |
suspect at least a few people did. As Phyllis ssiggk recognizing ourselves in the
antagonists can reveal unconscious assumptiongeatyoheld beliefs and this kind of
critical self-reflection can bensettling Yet, as described in Act Five, when art is the

medium, it is up to the audience members to masigetigeneralizations for themselves.
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As explained in Act Six, understanding the antagiomstruggle does not mean
we agree with it or condone the behaviour it getesrabut we recognize that the
antagonist is a person in need of healing—and lldvadd education—not ridicule.
While it is true that no one came on stage to eplane, in line with Phyllis’ concerns,
my hope is that those who dared to recognize thiwese the antagonists silently
learned whahotto do from their relatively safe positions in tngdience, just as other
participants learned this from their professorgjescribed in the previous Act.

Boal (2002) states that “actors discover thingswiey take the risk of
experiencing emotions” (p.36). Along these lindsylis told me that after our last
performance in Vancouver she was able to find saselution for a wrong she felt she
had committed long ago. By her explanation it sekthat this self-forgiveness came
through her recognition that in that moment of &&ron, she too had been struggling.
Although it did not justify the action she had talks that time, in her casglayingthe
antagonist, that is, actively engaging with theagohist’s struggle, helped her to heal

from one of her own struggles in the real world.

Replacing the Antagonist.

Maria-Luisa described that she too experiencedhdasi kind of healing through
this research process. Sent to me in her own wardsn reference to the intervention
described above in the rehearsal where Jane apetbtp Lawrence:

Being an ‘actor’ in the play and a part of the tikeateam that put together the

scenes provided me with insights in ways that Irthtlexpect. Seeing others take

the parts of the characters | was portraying aagl put different actions than my
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character helped me heal from traumatic eventsoit@irred too often in
classrooms during my BA.

In a particularly powerful instance during our rateal, an audience
member came up and took the role of the charaetasiportraying. This
character was based on a professor that had hustitim&er actions in one class |
took. When | saw him take the tense situation weeypertraying and completely
change the dynamics and results of it by doinggthiihat were constructive and
that opened up venues for communication betweenttier characters | felt a
wave of healing come over me.

It was quite a physical experience, perhaps evenusb as | think that
healing is accomplished on bodily as well as enmatiplanes. If | had only read
or talked about some of the reasons why this psofesiay have treated me the
way she did | doubt | would have experienced tmeskind of learning-healing
experience. | am still surprised that | feel a vehather level of appreciation for
the difficulties she may have been experiencingfarglveness for her actions
and/or inactions as a result of participating is theatre project. Because |
physically placed myself (my body along with allitsf sensations) in the
character | experienced the learning-healing wiyhwhole being; mind, body
and spirit.

As she explains so well, the kind of learning-heglihat can occur through this work is
surprising and can accompany the acknowledgmethtecdintagonist’s struggle.
| did not set out to create a ‘learning-healingvieonment for the participants or

for myself. | knew that several of Diamond’s protloigs fostered this kind of learning-
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healing; however, going into this work | believéavas patronizing to somehow expect
participants to heal. Following Ellsworth (1992gither did | romantically expect it to be
an empowering experience. While | understood tkatihg and empowerment may be
incidental outcomes, my focus was on what changeouméd inspire at an institutional
level to better support international studentsaddition, while | believed that reflexivity
is essential, as described in Act Three, | alseéebetl the purpose of critical self-
reflection was to work toward better informed sbcleange. Coming out the other side, |
have a greater appreciation for how intricatelytthe are linked. As Freire (2003)
suggests, institutional change cannot occur unhese with the power to abuse power

liberate themselves of their internalized oppressor

Understanding the Antagonist.

For my part, | too encountered an antagonist duaimintervention in our fourth
performance. This was the only audience memberhaldantervened in the first scene to
replace Phyllis’ character, Francine, who on tlag drought her child to class. Phyllis
decided to hand over Margaret to the audience metalmmphasize the poignancy of
this character’s struggle as a mother, with a ¢lnié classroom, attempting to complete
a group assignmeft. As the intervention progressed and Margaret bégéuss, the
audience member in turn handed her over to Mariaa,who was playing the instructor
and sitting off to the side marking a big staclpapers. In a completely improvised

response, Maria-Luisa held baby Margaret at arergjth, stared at her for a moment

24 \When Phyllis decided to bring Margaret to perfotmsked what she would do if someone replaced her
character. She told me she would decide in the marfrethis particular moment, she felt comfortable
handing her daughter over to this particular person
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with a perplexed look on her face, then promptigdeal her back to the audience
member who had taken on the role of her mother.

When we debriefed this intervention, the audieneeniver said that she handed
over Margaret to the instructor because she felptrson with the most power in the
room needed to take some responsibility for thesttzom situation she had created. In
turn, Maria-Luisa came up with a complete and gfeiyfamiliar story about how the
director of her programme was breathing down hek tecause she had already
submitted her marks late once before, so it waby/r@aportant to get her marking done.
In addition, she added that Francine had just ddilee minutes before class saying she
had an emergency and asking whether she could beindaughter. In character, Maria-
Luisa told the audience that she personally doeseadly like children and had decided
not to have them, but she accommodated Franciegqigst nonetheless. In this sense,
she felt she was being a progressive instructoaéneddythought she was being
accommodating. Caring for the student’s baby intamdto trying to get her own work
done was simply too much.

Given my own life choices and work load, this waseaposing mirror indeed—
for better or for worse, | could completely undarst the motivations of the instructor,
whom that audience member had perceived as sordekentagonist. As Davis-
Manigaulte, Yorks & Kasl (2006) explained, the aras bring to the surface pre-
conscious or previously unarticulated concernsiltht point, | had not fully
understood the extent to which | too had been gtitug with figuring out the best way to

accommodate a small child in this research process.
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This dissertation marks the final stages of my de@nd | am already beginning
to transition out of my student identity. As | verithese words | wonder how much longer
I will be able to relate to the student perspectigscribed throughout most of these
pages. | know that | will continue to be an educatether in the academy or
elsewhere, and that | too will be perceived throtighsame eyes, ears, and experiences
through which the participants of this study halteried their instructors. | will of course
endeavour to apply the lessons of this researdhnbuitably | know | will continue
making human mistakes as | continue learning atbagvay. | also know that at that
point, as was the case with Maria-Luisa’s improdisgsponse as the instructor, most of
my own struggles will be invisible, inaudible, aintberceptible to those around me. |

will simply become the antagonist.

Acknowledging that We are all Connected

The final implication of the two circles breakingaat reveals the limitations of
standpoint research. This study set out to teibey ©f internationalization from students’
perspective, but in the final analysis it has beearly revealed that this alone is not
enough for creating sustainable change. Instrucésrsvell as other staff, administrators,
and faculty, also need support in increasingly gliaed—and hopefully increasingly
child-friendly—university and social contexts. Adl reading of the ‘knots’ activity was
articulated by the participants and helps to tie diiscussion together:

Sylvia: | think in a sense we are connected with eachr ofired sometimes we

turn around or jump or twist, but in the end we stik connected. Although we

had two circles.
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Me: So you were still connected to the others, ortlustsmall group?

Sylvia: Mmm-humm. Smaller or bigger. Often times | feeisulated as a

graduate student. But—(pause) Yeah.

Zoe: I'm a UVic student. You're isolated personally, aatually, you're a grad

student so you say, ‘I'm a student, | belong ts.tht’s kind of, | want to know

more, but | don’t know how, right?

Sylvia: But at least | had two people who could support me.

In this research, as in life, | got turned arourfdva times. | also needed to take a few
jumps or twisted to make something work. On margasmns | felt as though | did not
belong and did not quite know how to reach out.rélveere times when it seemed | only
had two people supporting me. Yet, at the endisfglocess, knowthat in a real sense
we areconnected to each other. Stresses on one afteeitible and none of us has made
it on our own. | see the final challenge of intetgmal analyses as beginning
acknowledge on a more conscious level that we @maexrted to each other, just as we
are connected to the Earth.

The social conflict theory that drives many actiogisted social justice is useful
because it teaches us to ask who benefits and Bowe we find these answers, then
what? And what happens when it is we who benefd® ldo we begin to radically
change the structures that give rise to such gnequities? This theatre method does not
advocate turning a blind eye to the actions ofenblperpetrators, nor does it suggest that
people can come up with magic solutions incongruethit the constraints of their
particular organizations: families, communitiesivensities, and other hierarchical

structures. It does, however, suggest a differaraghgm from which to begin any social
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analysis aimed at creating progressive social aghamgaradigm that also acknowledges
that we are connected to each other—even to tlagamists.

To radically alter the structures in which we |sad work, we might begin by
better understanding them. Acknowledging the littotes of this research design has
given three ways to break open binaries and uratledstomplexity. Namely,
acknowledging the unique identities of people wheenbelieve belong to specific
categories, international students for exampleo Adeknowledging the diversity of
struggles in any context and, no matter how muctnag despise them, the reality of the
antagonists’ struggles. Finally, weustbegin to understand the extent to which we are all

connected, at a global level, so that our acti@mshenefit the whole.

Summary

In this Act | have filtered the limitations of mggearch question through the
symbolism of an activity called ‘knots.’ Placing sgJf inside this activity, and
subsequently experiencing the circle break into wymbolically represented four
aspects of intersectionality as it relates to tpeeiences of international graduate
students. First, it exposed that the categoryrivggonal student’ is insufficient for
describing the diversity of experiences amongstesits who fall into this category. The
second symbolic reading reinforced the importariGcknowledging the range of
struggles, including the range of racisms, expegdrby graduate students. In particular,
Phyllis and Margaret’s participation in this prdjeevealed the dangers of focusing too
narrowly on one aspect of struggle, but simultasgobrought new points of joy and

connection.
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The third symbolic reading rendered visible sevarghgonists’ struggles and
demonstrated how acknowledging these can servéeasrang-healing experience. The
implication of this is that supporting people dtlevels of a hierarchy to heal from
internalized oppression is an essential elemestrattural change. The final reading ties
this discussion together, suggesting that to mowedrd we must actively acknowledge
the extent to which we are interconnected, not antyur shared humanity and shared
dependence on the Earth, but in our shared expesers well. Recognizing the
antagonist’s struggle reiterates the point thasgrees on one reverberate throughout the
whole. The ‘Theatre for Living’ method offers onesgibility for working toward an

intersectional analysis of social change.
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Act 13 Embodying Transformative Learning and Intet®nality in Higher Education

This research is theoretically grounded in the eptg of intersectionality and
transformative learning. In the last two Acts, Yéahown the implications these theories
have for international students’ lives and for &s$ding the challenges that emerge from
increasingly globalized university contexts. Thesdrased, action-oriented, participatory
methodology employed is not insignificant to theslens that emerged. Taken together,
what possibilities might these theories and methagies offer to both the university and
the larger society in which this study was undextékHow do these themes come
together as we are nearing the final act?

In Act Three, | suggested that there are multipdgysMforward, but that one place
to begin is through dialogue where the purpos®isansensus, but understanding across
difference. The theory dgnowkingave some direction, but what more has been ldarne
along the way? By way of conclusion, in this Agtill weave together some of the
threads that have been left hanging throughoupdges of this dissertation. | offer these
not as dogmatic findings, but as reflections oarglprocess of discovery. These include
reflections on what it means to position internadicstudents as transformative learners. |
suggest people in institutions of higher educatiead to work harder to build
community and relationships on campus, engagetinealtstening and active inclusion,
and participate in intentionally uncomfortable espetial learning exercises. | further
suggest that acknowledging the reality of cultadjlstment might be useful for all

graduate students as well. Finally, | offer my cawperience in this research—my
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experience of crossing boundaries and engagingsiarch as an act of love—as pointing

to possible ways forward.

International Students as Transformative Learners

The context of internationalization at UVic outlthan Act Two contains an
assumption that the increasing presence of intemaltstudents presents somewhat of a
challenge for the university, a problem to be adsked. There is, of course, some truth in
this and students certainly expressed that théyhfey were being underserved.
Repositioning international students as potemtzaisformative learnetshowever,
implies that such students are also part of thatisol(s).

The challenge presented by the last two Acts atsansformative learning and
intersectionality becomes one of how to encourdigawdents—and by extension, all
members of the university—to risk pushing back &iging their voices and taking
action. For the purpose of discussion, | will slagused on students and acknowledge
that the real, structural and inter-personal caists and power differentials that prohibit
students from pushing back cannot be ignored. Hewes suggested in Act Three, this
research project is evidence that while studentsmaeless powein the university
hierarchy, they/we are nppwerlessWhat is more, international students who become
transformed, or even politicized in the contexthair university degrees, do so on a
global stage. In this way, both the affirming ahd tliscouraging lessons students learn
in Canada will be carried with them around the WoAs the performance of
UNSETTLED demonstrates, members of this univessityld do well to focus on

generating more affirming lessons.
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In all the students’ comments, including my owrerthis evidence of much
empathy, some spiritual growth, and new forms tdrisubjective understanding that
emerged both through struggle and through relatipssacross perceived differences,
including power differences. Many educators seekswa shake up students’ beliefs and
guestion the underlying assumptions that maintsrstatus quo. This, however, is an
intentional kind of transformative learning builité pedagogical strategies. Since this
learning can also occur through traumatic expeasnmstitutions and individuals that
value transformative learning should also be contealito supporting people through the
emotions and immediate repercussions of such trabmthis sense, transformative
learning can be seen as a sacred kind of learnotgp be treated lightly.

What would an institution with the core valuesmainisformative learning entail?
In this final section, | propose four means of éostg transformative learning in

universities and beyond.

Building Community through Relationship.

The students’ comments highlighted the importarfeommunity and authentic
relationships, a subject also discussed in Act odrintegral to the Community Action
Research approach (Reitsma-Street & Brown, 200@nr@unity is not an abstract site of
learning, however. It is a system of ‘knots,” oag@ping relationships, in this case bound
in place. How do we tie more knots of relationshiphe university setting? Classrooms
and research projects are the most obvious sitds;edationships can be better fostered
through choices in curricula, services, activiteesg participatory projects that encourage

people to work together. The arts, in particuldiierocreative means for building such



225

community as described by Clover (2006a) and Dilasigaulte, Yorks & Kasl (2006).
Students, staff, and faculty alike can always nnmals ways, in the context of their
everyday lives, seek out opportunities for furtredationship-building and cooperation.
It is important to acknowledge that it is not omiyernational students who stand
to benefit from such an effort. As anonymous fee#tbane respondent wrote, “creating
a wonderful environment for international [stud¢msalso very meaningful for UVic.”
In addition, with current patterns of transnatiomadration, these knots of relationship
extend the university community into greater Vicand around the globe. In this way,
each interaction, whether during the admissionsg®®, in a classroom, in a student-
supervisor relationship, or at the corner storesents a new opportunity to realize the

inter-connectedness of all humanity.

Active Listening and Inclusion.

Institutional values of transformative learning Wwebteposition everyone,
students, staff and faculty alike, as lifelong teas who have knowledge to contribute
and the capacity to take action. A discussion gtitirtional values, however, can quickly
turn to empty rhetoric. Countless strategic plamssion statements, vision statements,
and the like already exist and evidence of howelagfected the lives of international
students was scarce. The process of creating $ach gan at times be more valuable as
it creates the opportunity for people to work tbget to have a shared goal. However,
Kothari (2001) warns that in participatory proces%be very act of inclusion...can
symbolize an exercise ofcontrol over an individual” (p.142). Therefore, bymrocesses

ought to be undertaken with much care.
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Nevertheless, as Chamberlin-Quinlisk (2005) stgtad, of the privilege of
whiteness includes “the ability to not pay attentio certain things, such as people whom
they expect to be different” (p.474). Likewise, tpairthe privilege of institutional power
is the ability not to pay attention to those atltheer end of the hierarchy. Repositioning
students as potential contributors to institutiactednge implies more than token
participation on committees and advisory coundiigiting and encouraging more
international students to participate authenticallthe processes of institutional change
is one way for their voices to be heard. Democadlidistening(Garrison, 1995) to them

when they raise their voices elsewhere is anoftiier s

Intentionally Uncomfortable Learning Opportunities.

As the students suggested, professors (among p#rersqually in need of
empathetic consciousness-raising as are fellonestsdMany of the lessons students
learned were not the result of intentional curtiicn) but the consequence of being
pushed too far or of witnessing howtto behave. Such comments suggest that services
for international students and curricular changeshat enough to create a respectful
working and learning environment for everyone. Atsynatic intersectional analysis of
institutionalized oppression is needed. In thiswaiore professional development
opportunities for staff, faculty, and students aldould be encouraged, opportunities that,
as another anonymous respondent wrote, “bring np@eersial issues that may cause
discomfort among participants. It is this placalsicomfort that allows for growth and
learning. | wish there were more opportunities perdy explore this discomfort in the

context of a respectful, dialogical and open lesgraommunity.”
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Learning from emotions, controversy, and discomfoet key elements of
experiential learning techniques, as experiencehligkind of theatre for instance, and
have broader applicability than for students aldree three-phase model advocated by
McDonald & Coleman (1999) that includes acknowledgnarm, moving through
emotions stemming from this acknowledgment, andtorg a newly politicized, action-
oriented identity can be further applied in theteahof classrooms, retreats and
professional development. While cautious not toainm a confessional mode (Lee &
Lutz, 2005) an experiential understanding of oung@awer and privilege and how these
perpetuate dominance can be the first step in motwl political action. Moreover, as
multiple, unique struggles and perspectives carrgeneom an infinitely diverse

population, learning and acting across differereeoimes a lifelong process.

The Reality of Cultural Adjustment.

It is important to acknowledge that the ‘disoriegtdilemma’ of living and
studying in a new country is not likely to disappe#n fact it is part of what makes such
experiences transformative. Nevertheless, furthppart can be provided. In the same
way that Canadian interns preparing to departrftarnational placements are often
introduced to theories of cultural adjustment,@mdould international students be upon
arrival. By extension, all graduate students cdiddntroduced to this theory, suggesting
that institutional culture can also be disorientiAgknowledging the potential struggle to
come will likely not lessen the emotional impactlod moment, but it may lessen the
sense of isolation and people’s feelings that #reysomehow unique, emotionally

unstable, or otherwise individually inadequate.eéAghtened sensitivity to students’
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vulnerability upon arrival and the extent of ematbstruggle would enable fellow

students, staff, and faculty to be more suppodiwevell.

Boundary-Crossing Methodology.

In Act Three, | mentioned Wilkinson’s (2003) advogdor using multiple
methods in intersectional analyses and researaddiion, in Act Five, | commented
that this study allowed my identities as educaotivist, community developer, artist,
and researcher to come together. A quote from lammond (2002) further
suggests that such boundary-crossing is a key eleofisocial learning, and

This is true for learning across disciplines andhodologies, across communities

and cultures, across ideas and ideologies, andstne many groups of

individuals—parents and teachers, students anfd-stdio make up [an
organization]. Teachers and schools that educateaatevely strive to understand
rather than to suppress diversity. In this way theyd a larger and stronger

common ground. (p.3)

As this research brought together seven interdisaiy graduate students (and one
infant) who represented unique identity positidhs is evidence that creative, arts-based
studies offer a template for building such inteteg@l common ground. This model can
be further applied to intentionally include willimgembers at all levels of institutional

hierarchies as well.
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Transformative Research as an Act of Love.

Finally, | ended Act Four with a discussion of s&rmative pedagogy as an act
of love. Perhaps by now the reader is wondering oo relates to this study. ‘Let me
say, with the risk of appearing ridiculous’ thatllowed myself to fall deeply in love with
this research and with all the people with wholir@ught me into contact. Falling in
love meant that my heart was broken on some oatgdt new insights quickly spilled
in through the cracks. The Dalai Lama believes ‘ttoat much energy... [is spent]
developing the mind instead of the heart” and erages us instead to develop our
hearts. Perhaphis is the secret to transformative research. Likesfi@mative

pedagogy, transformative research may requiredheage to love.

Summary

This Act has offered some closing thoughts to eeagether the theoretical,
methodological, and practical lessons from thigaesh. In repositioning students as
potential agents of change, | have suggestedhbatibcreased presence gives rise to
new opportunities for the university to becomerastitution of transformative learning.
Values and actions might include building commuiimypugh relationships, active
listening and inclusion, and increased opportusifoe intentionally uncomfortable
learning. Practical suggestions include acknowleglgihe cycle of cultural adjustment,
encouraging the crossing of boundaries, and finhlying the courage to engage in

transformative research as an act of love.
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Drawing the Curtain: The Final Act

The time to draw the curtain is near and in thismant | am both giddy in
anticipation of the after-party and exhausted ftomperformance. While | have the
stage for a few moments longer, | will take the aynity to remind you of the journey
that brought me to this point.

This journey began in my childhood living room, wé learned that music and
the physical sensations it evoked were valid wdysiowing, filtering experiences and
finding truths. Coming to the Academy | realizedréhwere words to describe this kind
of knowledge, namely, experiential or arts-basadnieg, and | had a desire to learn
more about both of these.

The context in which | decided to learn was ona obmmunity of graduate
students at the University of Victoria. Through ngnnections with other students, |
came to understand a few of the specific kindgroggles faced by immigrant and
international students. Fuelled by my perceptidnsjastice, | filtered these struggles
through my practical and theoretical understandingicism and decided to use research
to attempt to take action.

Conceptually, | learned that theories of racismileviiseful, were insufficient for
describing the complexity of students’ experiend®hile students do experience racism,
they are not merely the passive victims of actidmgen by ignorance and ideology. They
are also agentive and have the capacity to use #irgygles as opportunities for
transformative learning.

| also came to experientially understand that, vpgrhaps abstractly united by a

collective sense of marginalization, ‘they’ do eaist. A more nuanced analytic
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framework was needed to understand the problens lattampting to address, which |
found through the concept of intersectionality.

To investigate this problem | drew from the methodaal tradition of arts-based
research, which has notably been advanced in sogtine of Education. | was attracted
to the method of popular theatre, particularlytas practiced by a director from my
previous city of residence: David Diamond in Vangen British Columbia. | spent close
to one hundred hours training in his method of dthe for Living,” during two six-day
courses. After all this practice, | feel confidenbugh to claim that | am officially a
beginner And, in my own way, | am also amtist.

Though this was not as | intended, the data catlegirocess itself was an act of
praxis. | conducted four workshops over the sumon@006, decided | needed more
training, and then embarked on the process ofiogetteatre in earnest. Six fellow
graduate students responded to my invitation aey inought with them one infant, the
support of their families, and much experientiad anofessional skill and knowledge.

Together we analyzed the sensory and verbal datadéme out of this process
and presented it back to the community in the fofran interactive theatre production
entitled, UNSETTLED. We knew we had presented a\@piction of reality, as this
production resonated with members of the UVic comityuthe Greater Victoria
community, and beyond.

Following the performance, | returned to the maividual pursuit of analyzing
all the data that | had gathered. Through sittimg) a&riting with the data and filtering
them through various analytic tools and frameworltsund a way to continue speaking

in solidarity with the research participants.
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From the participants, | gained an understandingoef the theory of
transformative learning applies to internationablents. They told me that they
understood that struggle is, somehow, part ofdbeney and with time and perspective
they eventually learned to laugh and learned enypMhany participants reached a
turning point, a point of perspective transformatiowhere they also began learning to
raise their voices. Many of these lessons came froging a place to belong and we, at
UVic, in Canada, and elsewhere, would be wisertd fhore strategies to foster this
sense of belonging.

| also gained an experiential understanding of pawileging racism as the key
aspect of struggle is insufficient for understagdamd taking action to solve the problem
| aimed to address through this research. Whileavelearn how to prevent systems of
racism from being reproduced, in increasingly in&tionalized university settings and
communities, there are many different kinds ofggtas that should also be
acknowledged to create sustainable solutions. Ocle solution is right in front of us,
everyday. It is found in the wisdom of seeking geauelationships with those with
whom we come into contact and acknowledging thaarkeein fact, interconnected and
interdependent.

Based on these lessons, | offered some sugge$tiohsew this institution might
encourage and support an intersectional approaichrisformative learning. These
included positioning international students as pathe solution, not the problem, and as
potential agents of change on the global stage.

At the end of this performance, the structure inclwh am working urges me to

write a sweeping, omniscient conclusion about tbddvand how | have now learned
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everything | need to know to go forth and congtie®ut of respect for this work, and out
of respect for you—for the knowledge you broughewlyou started reading and for any
new knowledge you may have gained in the pagesnaages of this dissertation—I will
close with a question instead/hat’s inside this foyou?

How does this performance-as-dissertation makefg®@ | mean the actual
physical sensations on your body as well as theiens thoughts, and judgements that
are coming up for you right now, in this moment.

And, on a symbolic level, what can you learn frdrase sensations and emotions?
How can you generalize them to the larger contéybar life and the issues we and |
have presented here?

Having raised these questions, it is now time fertmtake my bow. | will leave

you to ponder as | step behind the curtain to eosbtiae backstage crew.
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Appendix A: Frame

Frame
by Liu Wu

| have been at UVic for almost three months

| have a strong feeling that | live in a frame

There is small window in my room
| watch the campus view from the window
The window is a frame

| am in the cafeteria
The sunbeam is shining on the tree
The window is a frame

Beside the road

A policeman is talking with someone using his phone

He sits in his car
The window is a frame

There are some people drinking in a bar
They are in the window
| am out of the window
The window is a frame

One day, | went to the book store

| found Jean-Paul Sartre, the philosopher
He was in a frame

He was printed on the cover of a book
The book is on the shelf

The cover is a frame, the shelf is a frame

Sartre, Sartre
Could you tell me,

When will the frame disappear from my life?

(Author’'s name used with permission)
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Appendix B: Director’s Notes

CAST:
(Presented in the order of introduction in Act 1)

Zhou Heplays a graduate student in scenes one and two.

Susarplays a graduate student in all three scenesalShestands in a frozen image of a
frame during the opening poem, foreshadowing harattter’s participation in scene
three. She named her character “Mary” in scene one.

Lawrenceplays a graduate student in scenes two and tHeealso reads his poem to
introduce the plays, similarly foreshadowing hia@tter’s role in scene three.

Cocoplays a graduate student in scenes one and two.

Maria-Luisaplays a role in each of the scenes. She stangdsrfriio the frame during the
introductory poem, foreshadowing her participaiioscene three. She plays an
instructor in scenes one and two and a graduatiestin scene three. She named her
character as the instructor “Rose.”

Phyllis plays a graduate student in scenes one and twe.tN&t because she was playing
antagonists and needed to distance herself frondé&mity of each of these characters,
she named herself “Francine” in scene one and "Jarseene two. While she is a
mother in both, she only symbolically brings heilctivith her to the classroom during
scene two of the November 8, 2006 performancell nttzer performances, her daughter,
Margaret, is with her in both scenes.

Margaretplays Phyllis’ daughter in scenes one and two.l8\&he did not act in the
November 8, 2006 performance, she played a 1 maldtinfant during the rehearsal, a
5-month-old infant during the performance for tmeup of university and college
administrators, and an 8-month old infant during plerformance in Vancouver.

* % %

OPENING ACT: Reading of the poem, ‘Frame’

Susan and Maria-Luisa stand in the position oaenfr over top of Lawrence while he is
sitting and reading his poem (see Appendix A). leaawe created this frozen image early
in the workshop and this was the first seed ofinasipn for his poem. The audience sees
him in a frame, just as he describes how he seewdinld in a series of frames. The
image of the frame is taken up in scene three.

SCENE ONE: ‘Group Work’

This scene was the result of amalgamating the i@l plays on the theme of language
(Figures 8.4 and 8.5) as described in Act Eight 3tene takes place in a classroom,
where we meet the instructor (Maria-Luisa as Rasé)four of the students (Susan [as
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Mary], Phyllis [as Francine], Zhou He and Cocoj}ehtionally unspoken details we built
into this play, or details that were revealed dysiome of the interventions, include:

1. Thisis aresearch methods class where studenéxpeeted to work in groups on
a research project, as outlined in their coursialsys.

2. The instructor, Rose, has a big pile of markinge¢bthrough. She is worried
about handing in her marks late because her posiBa sessional instructor is
not stable.

3. Phyllis is watching the clock because she hasdio yp one of her children from
soccer practice.

4. Zhou He has learned English in China and excelfethe TOEFL test, but is
quickly realizing that the pronunciation she leara¢ home differs from the
Canadian (Victoria, BC) dialect.

5. Phyllis learned French as a child in a French insiearprogramme. She does not
understand the difference between her experientéeanming a second language
as an adult.

6. Collectively, students have knowledge of four laages: English, Mandarin,
Japanese, and French.

OUTLINE OF SCENE ONE:

Scene opens with the instructor, Rose, saying,
Okay class, as outlined in the course syllabusytade’re going to divide into groups
to work on the Research Assignment. | want yotetbselect into groups according
to three subjects: those who are interested irnulageg learning come to this side of the
room, those who are interested in poverty go dveret, and those who are intereste
in public transportation meet at the back of themo

|8

Four students gather around the designated “largleagning” area.

Rose (Maria-Luisa): It looks like you've all madeuwy choice, so for the rest of the
class | want you to work on your assignment in y&aall groups. I'll be sitting over
here marking your papers if anyone needs me.

Students take their seats.

Coco: Hi, I'm Coco.
Mary (Susan): I'm Mary

Zhou He: Hi, I'm Zhou He. I'm new to Canada. Camuysease help me?

Coco (to Francine): And you're...

Francine (Phyllis): Francine

Coco: Right Francine. So, how are we going to Btart
Francine: Well, has everyone read the instructiorke syllabus?
Mary (Susan) & Coco: Yes, yes.
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Scene one, continued...

Zhou He: Mmm, syllabus. What is syllabus?
Francine: You know, the syllabus (points to a piecpaper in her hand).
Zhou He: How do you spell it?

Francine: (pointing to the paper) S-Y-double L-A:BS

Zhou He: (typing in her electronic dictionary) Gbh yes. | know that word. Yes
I've read it.

Francine: Right... So | guess we’re doing sometbimganguage learning. How
should we do this?

Mary: Well, what about doing a survey of internagbstudents?

Coco: Do you mean international students at thguage centre, or students in an
academic setting?

Mary: How about an academic setting, like underga&el or graduate students.

Coco: Yeah, that sounds good, like the challengeengraduate ESL students face
when they’re adjusting to an academic setting.

Zhou He: Sorry, what is academic setting?
Francine: (exasperated sigh)

Coco: You know, like we’re in now, in a universit¥hen you’re shopping
downtown with your friends that’'s not an acadeneitisg.

Zhou He: Ohh! Academic (pronounces it slightly ei#fintly and spells it out).
A-C-A-D-E-M-I-C.

Francine: (interrupts, speaks quickly, not lookatghou He, but comments are
directed at Zhou He) | don’t mean to be rude, lmut'dyou think international
students should have some of those language “dgale worked out before they
arrive in Canada. | mean, Canada is a multiculcwahtry, but there are two official
languages to choose from, English or Fremébst pas?

Zhou He: I'm sorry, | don’t understand you; yousgeaking too quickly.

Francine: (frustrated sound) | don’t have timetfos.

END
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SCENE TWO: ‘Human Rights’

This scene includes all the actors, with Maria-auyjRose) as the instructor. Phyllis’
character is named “Jane” in this scene and Laweréas the English name “Willis”. We
intentionally placed this one second as it is tlusttense of the three scenes and we
wanted the audience members get used to the faluniaig the first scene. Intentionally
unspoken details (some of which are described inTA®lve) include:

1.

w N

NOo

9.

Jane had recently read a magazine story in “Mala@< about a female infant
left to die in the gutter and was struggling withemse of hostility toward Chinese
men. A copy of this story is available online at:
http://www.taliacarner.com/deadnewborningutter.html

Jane and the instructor have a good relationshieldvesand admires Rose.
Different kinds of accommodation are introduced@hringing her child to
class; Susan getting a job through her relationsfitip a mentor at the Inter-
cultural Association) and these are juxtaposed thighlittle accommodation of
Lawrence’s struggle to use English.

Although the scene is meant to take place a fevksvero the term, Zhou He and
Lawrence had never spoken prior to this day—predantly due to gender
differences, but also because of each charactersopality.

Lawrence has one child in China, a daughter. Hdsis of the generation and
political orientation to have intimate knowledgetioé 1989 incidents of
Tiananmen Square.

Coco is also familiar with the history of Japanggernment camps in Canada.
Lawrence and Zhou He’s conversation is intentignallMandarin. (Surprisingly,
not once did anyone ask for a translation, thowyeal audience members
audibly gasp and giggle their recognition durinig gtene.)

Zhou He, Susan, and Coco, three ‘daughters’ ofrAd&scent, are intentionally
silent (silenced) during this scene.

Phyllis intentionally tries to get Coco on her safgéhe argument as Coco is the
“most Canadian” of the group.

10.Working for the Inter-cultural Association, Susarvery familiar with Phyllis’

sentiment. She has encountered it so many timéshkeas no longer willing to
engage in a discussion unless the speaker exp@gssesess to listening to her
side of the story.

OULINE OF SCENE TWO:

Scene opens with three small groups, Phyllis (ae)Jalking to the Instructor (Mariat
Luisa, as Rose); Coco talking to Susan; Zhou Herglto Lawrence (as Willis).

Jane: So | really loved the articles you gave iswieek, I'm looking forward to
today’s discussion.

Rose: Oh, good. So how are things going for yougylu balancing everything okay
with the baby?
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Scene two, continued...
Phyllis: Well it's hard, but most of my professdwsve been really accommodating..

(The two keep talking to each other, without makamg sound. Audience focus
moves to next group.)

Coco: So how did you manage to get that job atritexcultural Association?

Susan: Actually | met the director when | was ighhschool. She kind of became a
mentor for me.

Coco: Oh, a mentor, that’s great...

(The two keep talking to each other, without makamg sound. Audience focus
moves to next group.)

Zhou He: Oh, you're from Beijing? (extends hand) Blso from Beijing. Nice to
meet you.

Willis: Can we speak in Chinese?

Zhou He: (in Mandarin, approximately) Yes, of caurs

Willis: (in Mandarin) How do | speak up in a Carediclassroom?

Zhou He: (in Mandarin) You just need to assert gelirin Canada, raise your hand.
Rose: (interrupts discussion) Good morning clabsple you all had a good week. |

know | assigned lots of reading this week so ke lio get started. Please turn to the
article on poverty and homelessness in Africa. Wiicityou think about it?

Willis: (stands up out of habit instead of raisimg hand)

Rose: Yes...uh...I'm sorry, | don’t know how to prone@eryour name. Do you have
an English name you go by?

Willis: Yes, | just got a name, | don't really know's...Will...Willis.
Rose: Willis. Ahhh, great. Yes, Willis, what didwythink of this article?
Willis: I'm sorry, my English is not so good. UmM/ell this article is about poverty

in Africa. The author concludes that it's the saanaund the world, but it's a little
different in our country.
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Scene two, continued...
Jane: Ahh, excuse me “Willis”, which country isttha
Willis: China.

Jane: Right. (Turning, conspiratorially, to Cocside her and then under her breath
What the heck would he know about human rights?

o —

Zhou He, Susan, and Coco all notice this commaentdbn’t say anything. Lawrence
also hears and is shocked into silence. Zhou He palWillis’ arm, encouraging him
to sit down.

Rose: (not knowing what to do, interrupts) Ohhhditay, let's see what others think
about this. Susan?

Susan: (nervouslywvelllll.... END

SCENE THREE: ‘Frame’

This scene was intentionally placed last to clbeeperformance with the same theme
introduced during the introductory poem. Some pgodints worried, at first, that it might
be too subtle for the audience grasp, but afterdhearsal we immediately knew that it
was not. It was also a more gentle scene that \wedhwould release any lingering
tension from scene two and suggest that sometiowal £hange really is as easy as
‘saying hello’. Although it expresses Lawrence’penience, which | interpreted as
isolation and loneliness, it also demonstratestiaed responsibility to ‘say hello.’ It
took us one hour to come up with this short sc&éhe.key point we needed to find was
what Coco described as a “motionless moment” wBeisan and Lawrence see each
other, but both choose not to say hello.

There were several unspoken emotions in this scene:

1. In creating this scene, Maria-Luisa described hi&rnal struggle of often
wanting to be more inviting, but frequently feelithgat she is just too busy.

2. Phyllis commented that in her experience livingoalor she really appreciated the
people who did take the time to invite her in, etlewugh she knew that they too
were busy.

3. Coco described how she now believes that when Gamaday “let’s get together
sometime,” this is just a courtesy, whereas inffogne country it is a serious
invitation. She also described an experience afhtieg ESL students. She asked
students to practice their English with Canadi@nfis, but it turned out that
none of her students had any Canadian friends.

4. Many participants expressed how the “next time’hsg& never come.
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OUTLINE OF SCENE THREE:

Scene opens with Maria-Luisa and Susan sittingth@gen a campus cafeteria. They
are students in the same class, discussing amassig they are working on together.
Lawrence, also a student in their class, startkingby in the background.

Maria-Luisa: So | just found this article and Irtkiit will be very useful for our
presentation.

(As she is saying this Lawrence walks by, Susakdap and sees him, they make gye
contactthe audience sees that they see each ptmet they both look away.
Lawrence hesitates, but keeps walking, stoppingnesgea short distance to look ovef
his shoulder at the two students from his classtures again and walks away. Maria
Luisa is engulfed in the conversation and is logkdown at the article in her hand.
She does not see Lawrence.)

Susan: (after a brief moment turns around to lookawrence’s direction) Hey,
wasn’t that ‘that Lawrence guy’ from our class?

Maria-Luisa: (looks over and sees Lawrence attanée) Oh yeah, it is. (Then,
uncertainly) Do you think we should invite him tave lunch with us?

Lawrence sits down and holds an opaque frame m &vbhis face. The audience car
still see him, but, symbolically, Susan and Mariasa cannot.

Susan: (turns around again) Oh, he’s gone alreaalyway we have work to do.
Maria-Luisa: Yeah, you're right. Maybe next time.
Susan: Yeah, next time.

END
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Appendix C: Participant Consent Form for Actorgha Final Performance

University of Victoria

Y Faculty of Education

[Original title] Acting for the sake of acting: Doing participatory ethnography as a popular
theatre project with international and immigrant graduate students

I, Catherine Etmanski, am inviting you to partidg@ a study entitledcting for the sake of
acting: Doing participatory ethnography as a popuilaeatre project with international and
immigrant graduate students.

I am a PhD Student in the Faculty of Education,degship Studies Section at the University of
Victoria (UVic). If you have further questions you may contact me by telephone: 472-5164,
e-mail: etmanski@uvic.ca, or in person: office A467 in the MacL aurin Building.

As a graduate student, | must conduct researchragfthe requirements for a degree in the
Faculty of Education. My research is under the stgien of Dr. Darlene Clover, and you may
contact her at: 721-7785, dover@uvic.ca

This research will investigate the potential diffieces between the welcoming language often
used to describe Canada and the real experiengetefational and immigrant graduate students
at UVic. As more and more international and immngrstudents are coming to Canadian
Universities, this kind of information can helprtmke universities more supportive for students,
staff and faculty. You are being asked to partipa this study because you are a graduate
student at UVic.

The research project uses a unique and fun methgyltthat creates an interesting outcome. Your
time commitment will include a weekend (two andadfdday) workshop with other graduate
students, at least one three-hour public perforegplas some follow up activities like a party
and conversations with me. Participating in thégubject could include up to 30 hours over a
one or two month period. During the research ydushiare your experiences of being a graduate
student at UVic by expressing yourself verbally #mdugh creative theatre activities.

The purpose of the workshop is to create shors (lesn 10 minute) plays based on the common
experiences of graduate students, with a focustennational and immigrant students. These
plays will be performed in front of the UVic comnitynand invited guests. You will not be
forced to participate in these public plays, but yall be encouraged to contribute to the final
performance in some way. The research will be videorded and some photographs will be
taken for the purpose of analysis, but | will askiypermission again before showing any videos
and photographs to others.

As part of this research, | will also be speakimgiembers of a cross-campus advisory
committee. | will be meeting separately with thisrenittee, and the members will advise me on
UVic policies and practices concerning internatlaral immigrant students, and they will also
attend the final performance. Their involvementhis research is important because they are in
positions to work toward policy change that coulakenUVic more welcoming for all students.
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| believe this process will be fun, and there aemynbenefits to participating, including: meeting
new people, gaining confidence, increasing youltaltd speak in public, learning about theatre,
and learning about creative and participatory kioidssearch. This may also be an opportunity
to influence how UVic supports international andriigrant students. When you share your
stories with the public, this may improve publidenstanding about any challenges graduate
students may face in a Canadian University. Thesaech will contribute to theories about
multiculturalism and their relevance to graduatecadion as well. It will also help to understand
how theatre can be used as a research method.

If you decide to participate in the workshop, yaill e invited to share both positive and
negative experiences of being a student at UVitietiimes using theatre, sometimes using
words. You will never be forced to share negativgegiences, but if you choose to share these
experiences, you may at times feel uncomfortabknasarrassed. It is okay and even normal to
feel a little uncomfortable sharing personal stwrlaut if you decide to share something personal
and if this makes you feel very upset, | will asgizu in finding the help and support you need,
for example, from other students, from counsellordfom organizations in the Victoria
community (like the Inter-cultural Association).

Your participation in this research is voluntargamu may withdraw at any time without any
consequences or explanation. Before the workshepyiWdiscuss how we will work together as
a group and how everyone’s participation is volont@his is a group process so the data will
rarely be about you alone. If you do withdraw frtma study, | will keep the audio and/or video
recordings and photographs of your initial par@étipn in the group and | will contact you again
to discuss how this data will be used in my redeéfirdings.

If you choose to participate in the public perfonoa of the plays, | cannot guarantee your
anonymity or confidentiality. However, during thiayit will be made clear to the audience that
the “actors” are not playing themselves — they bdllacting out a fictional character’s role that is
based on shared stories from the research protegsnay choose to use a different name
throughout the workshop, but this will not necesg&eep your identity secret because others in
the research group or audience may know you.

All video recordings, photographs, and computeksligill be kept in a locked filing cabinet in

my campus office. All electronic documents will kept under password on my office computer
with back up copies on my home computer. All elamit data from this study will be erased, and
paper copies will be shredded five years aftefénie my dissertation. The consent forms will be
kept separately and will be shredded two years #feedata is collected.

| anticipate that the results of this study willdleared with others in the following ways: in the
public performances of the plays, in my report aligy recommendations, in my dissertation, in
articles presented at scholarly meetings or pubtish journals, in a book, and in an educational
video that will be made available through the Ulificaries.

Should you choose to withdraw from the study, I fallow up with you after the public
performance of the plays to request consent foofiphotographs obtained during your initial
participation. Because the photographs will liketytain images of several people at once, it will
sometimes be impossible to remove your individoade. We will look at all the photographs
and you can decide whether or not | can continueséothem in my study. | will destroy the
photographs you do not wish me to use.
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A draft version of the educational video will alse shown to you and the other research
participants who appear in the video — even thdse rave withdrawn from the study. You will
all have the opportunity to give feedback on trewiand | will ask you again whether you
consent to having your image shown in this vidégou do not consent, images of you will be
removed from the video.

In addition to being able to contact me or my suiser, you may verify the ethical approval of
this study, or raise any concerns you might hayesdmtacting the Associate Vice-President,
Research at the University of Victoria (250-472-8p4

Your signature below indicates that you understaadabove conditions of participation in this
study and that you have had the opportunity to lyave questions answered.

Signature of Researcher Date

Participant Name Signature Date
(Please print)

Phone number of Participant

E-mail:

UVic Department: Year of Study:

If you wish meto use a different namefor you, please writethat name here:
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Appendix D: Audience Member Consent Form

! University of Victoria

Y Faculty of Education

Welcome to the public performance of:
UNSETTLED

This play is part of Catherine Etmanski’s doctataldy [originally] entitled Acting for

the sake of acting: Doing participatory ethnogragsya popular theatre project with
international and immigrant graduate studentis research aims to investigate the
potential differences between the welcoming languaften used to describe Canada and
the lived experiences of international and immig¢igmaduate students at UVic. It is also
hoped that audience interaction with the plays spkirk new ideas for policies and
practices concerning international and immigrantishts on campus.

This play is interactive, which means that audiemegnbers will have the opportunity to
come on stage and/or give feedback about the flegnards in the form of audience
dialogues. Your active participation will enhanbe processyut you will never be
required to speak or forced participate in any way.

Please note that this play will be photographedwanielo-recorded for the purpose of
analysis and potentially for use in an educatiemgo. Most of the recordings will be
focussed on the stage, but some general shotg aliience or of individual speakers
may also be taken. As an audience member, you neagfore become a secondary
participant in this studyBy signingin at the entrance you are consenting to the
possibility of being photographed or video-recorded during this performance. Y our
name will not be associated with any images.

If you have any questions or feedback about tlesarch following this performance, or
should you wish any photographs or video-recordofggu not to be used, please
contactCatherine Etmanski before November 22, 2006 at 472-5164 or
etmanski@uvic.ca. You are also free to contact her research sumenis. Darlene
Clover, at 721-7816 arlover@uvic.caor the UVic Research Office at: 472-4545.

Please keep thisform for futurereference.
Please sign in at thedoor. Theresearcher will keep your signatureon filein a locked

filing cabinet for two years.

[This form was also enlarged to poster size andjhitwo conspicuous areas in the
entrance to the performance hall. Sign in sheet aséhe door follows.]
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Your signature below indicates that you have read
the audience member consent form and agreeto
the conditionstherein:

Print
Name

Signature

OPTIONAL INFORMATION

How did you hear
about this
performance?

What is your
affiliation
with UVic?

Contact
information
(e-mail or
telephone)

Send
copy of
the
final
report?
Y/N

10

11

12

13

14

15




