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Abstract 

In this school-based narrative inquiry, which took place over 

three years, 1 focused on a multicultural school, a teacher in the 

school, and the teacher's understanding of her multicultural 

class. The purpose was to develop a narrative understanding of 

multicultural education by examining the teacherrs experiences in 

the context of the school and community. This builds on Connelly 

and Clandinin's work on teacher knowledge as it develops in 

professional contexts (in press), and focuses on multiculturalisrn. 

1 began the inquiry with immigrant teachers who were certified 

outside Canada and who were negotiating entry into the Ontario 

education system. 1 explored their experiences in the context of a 

University program that focused on the development of their 

skills. I continued the inquiry with an immigrant teacher working 

in an urban school for fifteen years. 1 examined this classroom 

£rom three perspectives: Place, the community landscape and school 

context; tenporality, the history of the school and current 

programs; and interaction, rny relationship with the school and the 

teacher, and the teacher's relationship with the school and 

students. Through long-term participant observation in the school 

and classroom, intensive on-going dialogue with my participant, 

and writing field texts and research texts 1 found that the 

literature and language of multiculturalism create ways of 
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thinking about classrooms such as mine, which, 1 discovered, miss 

the complexity. In writi~g the inquiry 1 developed various 

aesthetic devices in attempt to make apparent my location as 

researcher, the impact of my experiences on the inquiry, and how 

my relationship witb the school and teacher shaped my experiences 

in the school, inspired how 1 wrote about the inquiry, and 

impacted my views of rnulticulturalism. 1 came to see a narrative 

approach as offering a new perspective on multiculturalism; one 1 

term narrative multiculturalism. Narrative multiculturalisrn begins 

with experience as it is shaped by the contexts in which people 

live and work, and by broader societal and global forces. This 

approach views multiculturalism as a fluid process, continually 

evolving, changing, transforming. Narrative multiculturalism looks 

at the potential of multiculturalisrn to enrich disciplines and 

lives in increasingly globalizing societies. 
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Prologue 

The Topograghy of the Inquiry Landscage 

The Narrat ive  A r t  of Writing the  Inquiry 

In this narrative inquiry 1 focus on a multicultural school, Bay 

Street School, a teacher in the school and the teacherts knowledge 

of her multicultural class. The purpose of this inquiry is to 

develop a narrative understanding of multicultural education by 

examining the teacher's experiences in the context of the school 

and community. This builds on Michael Connelly and Jean 

Clandinin's work on teacher knowledge (e.g. 1988, 1990, 

emphasizes multicultural issues. In writing the inquiry 

1 9 9 5 ) ,  and 

1 explore 

my relationship with the school and the teacher, and how this 

relationship affects my understanding of multicultural education. 

The writing of this inquiry is an effort to bring to l i f e ,  to 

renderf, a multicultural school, a teacher in the school, and her 

practice, and my experiences of the school, the teacher, and her 

practice. The rendering of this inquiry, what 1 see as the 

narrative art of writing, is a serious endeavor to fashion a text 

that explores the physical setting, temporal context, and 

relational circumstances of the inquiry; one that attempts to make 

apparent my location as person and as researcher, the specific 

conditions of the fieldwork, my relztionship with rny participant, 

parn2, and the construction of the written artifact; while 

recognizing the inherent impossibility of fully doing so. This 

endeavor required a strong comrnitment to the invention of 



rhetoricaf techniques that diçplayed, and openly acknowledged, the 

partiality of meaning and interpretations made in the inquiry, and 

the limitations of the knowledge constructed of the inquiry (see 

Clifford, 1986, for an in-depth look at a somewhat similar 

perspective as related to ethnographic writing). 

In my inquiry 1 experienced a complex world, reflected on it, and 

as 1 mote about it, atternpted to reconstruct the intricacy of 

this world. My goal was to create a life-like portrayal of my 

experiences in the school and with my participant. 1 rigorously 

kept field notes, theoretical memos, and journals of my 

experiences and developing understandings in the inquiry ( s e e  

Appendix 1) . Using these field texts (see Clandinin and Connelly, 
1994, for a discussion of both the term "field text", and the 

multiple types in use in narrative inquiry) as a foundation 1 

employed multiple artistic and rhetorical devices in my writing to 

reconstruct an approximation of the complexity O£ this world. 1 

created various dramatizations, some purposefully slightly 

elusive, of my participation in this complex world; they are 

purposely constructed to represent different aspects of the 

research experience, one that was not a smooth linear process. The 

idea was that the dramatizations and other devices used in the 

writing create a ground so that my experiences, through active 

engagement on the part of the reader, partially become a reader's 

experience as well. At times my experiences felt fragmented, 

dislocated, chaotic in some senses; my writing iç reflective of 

these aspects of research. At other times my experiences felt 

harmonious, rhythmical, synchronous; my writing is reffective of 

these aspects of research. Thus there is no one prevailing feel or 
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tone in this work, rather, different chapters seem to have 

different tones (even one section, such as this preface, has 

multiple tones) . 

Research, for me, is £ r o m  the beginning an act of writing, writing 

an act of translation of experience into text (see the work of 

Geertz, e-g. 1995; Clifford, 1988; Marcus & Fisher, 1986; Van 

Maanen, 1995, for an elabovation of a similal idea) . Writing, for 
me, is rnuch more than "writing up" what was "found" in the 

inquiry. Writing is a process of discovery as much as the research 

itself, one filled with delight, surprise, and occasionally, 

chagrin; one of inventiveness and creativity, one of joy, and 

sometimes of pain. I feel that engaging in this inquiry was a 

scientific and creative endeavor; 1 think of my writing as 

expressions of both. 

Much of my writing has a strong autobiographical flavour. This is 

apparent even in sections of the work where it might, perhaps, be 

less expected. My approach to theory, for example, has been to 

weave it into the overall narrative of the inquiry. This method 

also has a temporal dimension; literature is related to my 

developing thinking at various stages of the inquiry. There is no 

traditional "literature review" section; rather literature appears 

and reappears in different guises and for different purposes 

throughout the work. 1 read research and other literature as 

though the authors were in direct dialogue with me about my work. 

1 have also somewhat blurred the boundaries of what is 

traditionally used to theorize understandings in research; 1 use 

novels, poetry, art, music and film. Some of these sources are not 
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directly alluded to in the written text, but were like fertile 

swamps to assist in developing understanding in this inquiry. Tt 

is my sense that in narrative inquiry sources of understanding 

corne from al1 aspects of life experience. 

1 invite you, the reader, to experience, by reading my writing, 

the multiple intricate contexts of the cornplex world in which my 

work is embedded: physical--£rom the world, to the community, to 

the classroom; temporal--£rom the historical, to the present, to 

the future; relational-from the personal, to the interpersonal, 

to the social and political (1 have built on Clandinin and 

Connelly, in progress; specifically the term "three dimensional 

narrative inquiry space"). Multiple contexts are used not only to 

frame the inqui-, but also to interpret the experiences of those, 

myself included, in the inquiry. It is my hope that in reading 

this work you will not distance yourself, but, rather, you will 

join me in these experiences, share my passions and my puzzles, 

wonder with me, feel the dilemmas that 1 experienced in my 

research. 1 invite you, the reader, to travel with me through this 

work, to bring your experiences, your insights, your intuition, 

your imagination, to actively join with me in interpretation in 

this inquiry. 

Throughout reading this work you will encounter me as a reseaxcher 

and as a person, perhaps you will recognize me, perhaps you will 

see me as a stranger, perhaps you will be surprised by me, perhaps 

you will turn  away from me, perhaps you will understand me. 1 
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believe you will corne 

being in community is 

He, 1999, for a brie£ 

to see that 1 am not alone in my work, that 

how 1 learn and how 1 live (see Phillion & 

discussion of my learning and living in 

community), You will learn about the project my work is embedded 

in, grows £rom, and flourishes with, some of the people 1 work 

with on the project, and the links this project and people have to 

projects in the past. You will learn about the impact of this 

inquiry on my future research program. You will perhaps recognize 

that, for me, being in community means acting on understandings 

developed together. You will perhaps also uncover some hidden, 

unarticulated aspects of community in rny work. 

Through reconstructing meaning of my writing by reading this work, 

and reflecting on people and places you yourself know, or have 

read about elsewhere, it is my desire that you, too, can become 

familiar (at least somewhat) with what 1 think of as the very 

special place where 1 engaged in my inquiry--Bay Street School. 

You will first experience my version/vision of the school through 

a tour of the cornmunity 1 re-created from field notes and 

interviews interspersed with interpretive comments and whispered 

asides, then a text/poetic/photographic portrait 1 created of the 

physical landscape of the multicultural community in which Bay 

Street School is embedded. My vision/version is further 

articulated through a reconstruction of the school's history in 

the form of an imaginative piece on the first principal, then its 

present through a recreation of conversations on school programs, 

and my storied depiction of the classroom where 1 spent two 

exhilarating years. 



In reading, you will also meet some of the characters £rom Bay 

Street School. Some characters are fictional and semi-fictional 

creations. They appear, disappear, and reappear; they 

corroborate/contradict, agree/disagree with my thinking. The main 

character is my participant, Pam. Perhaps, after reading, you will 

corne to feel that you, too, have experienced an encounter with Pam 

(albeit very fleeting), her diverse classroom, and her teaching, 

at least as told £rom rny perspective, and hopefully partially from 

her perspective as well. Perhaps you will recognize her, perhaps 

you will see her as a stranger, perhaps you will be surprised by 

heu, perhaps you will t u m  away £rom her, perhaps you will 

understand her. 

In my attempt to capture the complexity of my relationship with 

P m ,  and my attempt to capture the confluence and divergence of 

Our thinking, 1 used alternative forms of representation (Eisner, 

1 9 9 7 ) ,  and alternative means of expression including stories, 

dream fragments, imaginative and poetic f orms , dialogic 

portrayals, and photographs (not included in the final text, b u t  

used to develop understanding during the process). My desire was 

to try to check an inexorable pull towards what might be seen as, 

and rnight be, an authoritative representation of our experiences 

together in her classroom. To do this 1 tried to maintain the 

strangeness of Pam's voice (mine will become familiar to you) and 

to hold in direct view the specif ic contingencies (place, time, 

purpose, etc.) of our exchanges. There, and in other parts of the 

work, in reading, perhaps in the background you will hear soft 

echoes of our conversations, touch on some of the joy and some of 
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the pain of our experiences, feef some of the resonance/dissonance 

in our thinking. What you will not hear (perhaps 1 am wrong, and 

you will be able to imagine it) is what 1 hear as 1 mite, the 

sound of Pm's voice, the pattern of her intonation, the rningling 

of laughter and command, the repeated refrains that punctuated 

experience in the classroom, 

Puzzles and Wonders 

1 wish to further extend the invitation to readers of this work. 1 

invite you to inquire, puzzle and wonder about many things: one is 

the children in Pam's classroom in Bay Street School. How is it 

that they have had experiences many of us would find difficult, 

yet they seem to have such hope? Here, and elsewhere in this work, 

1 will use stories to illustrate experience, to present meaning, 

to invite interpretation. The first stolry I tell is about Aisha- 

She came £rom a "war-tom" country; she did not speak English when 

she arrived; she was living in crowded refugee housing. 1 observed 

her on her first day in class; she diligently copied £rom the 

board into her notebook when others copied from the board; she got 

in line when others got in line; she sat on the carpet when others 

sat on the carpet, One day we went to the zoo. She held my hand 

the whole tirne. It was hot and sticky, but we did not let go. At 

McDonalds, she stood in line with me, and nodded yes when 3: asked 

if she wanted something vegetarian. Did she know what 1 was 

saying? As she ate, she looked around the room. She saw sorneone 

remove wrappers and drinks from the table beside us. She 

immediately got up, went through the entire McDonalds, and cleared 

every table where a member of the class was sitting. When a 
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delegation from another country was visiting the school a week 

later, someone spoke to her in her native language. They told me 

that Aisha had never been to school before in her life. 1 was 

stunned- 1 had assumed that she was learning English, but she was 

learning to be a school girl. She was learning by watching, 

observing closely, and doing what others did. She was inquiring 

into what it means to be a student, and she was succeeding in ways 

1 had not comprehended. My puzzles and my passions grow from 

Aisha, my interests emerge from Aisha and merge in Aisha, rny hopes 

for multiculturalism lie in Aisha. 

1 invite you to share the puzzles with me, to share the passions 

and the hopes 1 have for the children in Pamfs classroom; although 

they are not featured, they are there in every paragraph, every 

line, every word. They are the faces 1 see in the fibers of every 

page. Passion and comrnitment fuel my inquiry: my passion, my 

commitment are with immigrant students, like Aisha and so many 

others, and her parents; those who come to us £rom al1 over the 

world, often not speaking English, sometimes not literate in their 

native languages, sometimes never having had the opportunity to 

attend school before coming to Bay Street School. Some are 

refugees from ravaged countries where war has chased hope into 

hiding. Some are refugees who have moved £rom country to country, 

£rom camp to camp, £rom language to language, desperately seeking 

a place to belong- Why is it that, like Aisha, they breathe such 

possibilities to me? 

Some come £rom countries where political, religious, semial 

oppression have made it impossible for them to be who they are. 
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Others come £rom countries where their lives were going well, but 

when they thought of the future, it seemed better to start anew in 

Canada, a country they associate with educational opportunities 

for all. Why is it that most of the childrenfs parents corne with a 

belief that education is the key to the future, and most care 

desperately that their children learn, thrive, and be successful 

in this new country? (See some of the 'new" ethnographic work 

[e.g. Valdés, 19961,  what Soto, 1997, terms "newly evolving 

paradigms", done by women researchers £rom the same ethnic 

comrnunities in which they are doing their research that looks at 

immigrant and minority parents' views of education and schooling, 

and their ideas of success). Why is it that most parents and 

children come to Bay Street School filled with hope for the 

future, fired by dreams of what could be possible in their lives? 

Hopes and Dreams 

1 invite you to share, through reading this text, and through an 

active imaginative act on your part, the parents ' and students ' 

hopes and dreams, Pam's hopes and dreams, and mine as well. 1, 

too, came to Bay Street School filled with hope for the future, 

fired by dreams of what could be possible in rny life and in 

narrative inquiry into multicultural education, I was not a 

refugee, nor an immigrant. 1 did not corne as a student, nor as a 

parent, nor as a teacher. 1 came to Bay Street School as a 

researcher, an outsider to the comrnunity and the school, an 

outsider tc the daily life of the children and teachers. What I 

had in common with new parents and new students, and new teachers, 

is that 1, too, came as a stranger. 1, too, did not know what to 
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expect. What 1 could not have dared to expect, or hope for, or 

even dream of, is what happened. 

The doors to the school, the doors to the classroom, and the doors 

to P m ' s  life and work, and her thinking about her lif e and work, 

were f lung wide open to me. 1 do not take this lightly. Open doors 

make people and places vulnerable; being vulnerable means being 

open to being hurt, open to being wounded, open to being scarred, 

perhaps permanently, perhzps irrevocably. Open doors imply a hope 

that a bond of trust will develop. 1 reflect on the trust bestowed 

on me with a sense of awe, 1 act on it with a sense of 

responsibility, and 1 move forward on it with a sense of renewed, 

revitalized cornmitment. 

The open doors profoundly affected my life. Walking through them I 

became caught up and drawn into the life of the school, the life 

and work of my participant, pam3. In reading this work, I hope you 

will corne to understand the sense of incredible privilege that 

penrades my thinking about my relationship to Bay Street School, 

my relationship with teachers, commwnity workers, and students, 

and particularly my relationship with P m .  The sense of privilege 

cornes from how 1 was trusted to became part of the school, part of 

the life and work my participant. 

1 also cherish a hope that in reading this work you will join in 

the process of rny awakening in P m ' s  classroom, a process that had 

the power to broaden my perspectives, shake rny views, turn rny 

thinking upside d o m  and around, and transform my life. In this 

inquiry not only were the £ires of the passion 1 feel for 
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immigrant students, and multicultural education kept alive, indeed 

fanned to far higher heights, but also it was in P m ' s  classroom 

that 1 began to have genuine respect for the inquiry process 

itself. 1 began to respect the process of not knowing, wondering, 

figuring things out. 1 began to see that inquiry was a valuable 

piece of work within multicultural education. 

In participation in Bay Street School and in the life-work of my 

participant, 1 found not only material on which to write, but also 

inspiration on how to mite. For me, participating in the life- 

work of P m ,  and writing of this participation were equally 

scientific and artistic'. As you will corne to see as you read, the 

focus of my work shifts £rom much that is usually done in the 

social sciences, a dominant tendency to emphasize problems 

(Glazer, 1997), to something that is occasionally done in the 

arts, a focus on possibilities. In recent work Grant and Tate 

(1995) examined multicultural education through the multicultural 

education research literature. To conclude their article they 

discuss what they see as the future of multicultural education 

research : 

. . -  conducting multicultural education research must be 
demythicized. This scholarship is a social phenomenon 

that aids and illuminates. Multicultural education 

research involves committing your action as a scholar 

within the language of possibilities, a language that 

provides understanding and enlightenrnent and leads to 

the construction and/or reconstruction of hope and 

agency for al1 people. (p. 161) 
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In my reading of the literature, an attempt is being made in this 

direction, rnainly in the work of women ethnographers £ r o m  ethnic 

cornrnunities in which they are doing their research such as 

Guadalupe Valdés (e.g. 1996) and Lourdes Diaz Soto (e.g. 1997); 

also 1 see this move in the work of Maxine Greene ( e . g .  1993), and 

Lisa Delpit (e-g. 1995)- In their work 1 see inklings of hope. In 

my work in Bay Street School, 1 also see inklings of hope. 

Where You Belong 

Bay Street School is where the inquiry began. Bay Street School is 

a multicultural school located in Toronto, the city the United 

Nations has proclaimed to be the most diverse on the face of the 

earth. Bay Street School is located in a multicultural 

neighbourhood; home to many new immigrants, home to many who have 

experienced repression, home to many who have experienced poverty, 

home to many who are successful, or planning to be successful, in 

their new lives. Bay Street School, often cast as "inner-city 

school" or 'low socio-economic school", is a school embedded in a 

richly linguistically and culturally diverse community. 

But Bay Street School means much more than that to me. Bay Street 

School, where you belong . . .  the school's rnotto, has corne to have 
deep persona1 meaning for me, I feel as though Bay Street School 

is a place that children like Aisha c m  belong, and a place that 1 

can belong. I feel that Bay Street School is a place where the 

world walks in the door, where the world meets, where the world 

begins to understand that we can be together, we do belong 
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together, we can grow together, and in the process we can flourish 

and thrive as a school, as a community, as a city, as a country. 

Wri t i n g  My L i f e  wi th H o p e  

My writing reflects and mirrors the sense of belonging 1 

experienced at Bay Street School. It is my hope that you will corne 

to understand how this perspective infused rny inquiry and 

dramatically affected my writing about this inquiry. 1 wrote in 

friendship with the commuiity, the school, the people in the 

school, the parents, and especially P m  and students in her class. 

1 wrote with respect for the community, the school, the people in 

the school, the parents, and Pam and students in her class. I 

wrote with compassion, with empathy, and with love. I wrote with, 

and continue to write with, hope. Engaging in this inquiry 

developed these motions, shaped my responses to situations and 

interactions, shaped my writing, shaped me as a person, and wilf 

shape my future research and my future life. 

1 inscribe my life with a hopeful script because there are 

possibilities, there are schools, and people in schools, that, 

while not perfect, are trying, and succeeding in many, often 

unrecognized ways, to open up to immigrant children, refugee 

children, second language children, minority children, al1 

children. Government and board policies are in place, but they are 

enacted in the school, in the classroom; the forces that produce 

change are the individual and the particular- 



In this work, in 

writing my life. 

hope pervades my 

every page, in every line, in every word, 1 am 

Hope pervades rny life as it pervades my writing, 

view of multiculturalism as it pervades my method 

of narrative Lnquiry. For me, multiculturalism is about hope. 

Multiculturalism is about the hope we have f o r  children in our 

schools. Multiculturalism is about the hope we have for our 

schools, Our cities, Our country, Our £uture. 1 inscribe my life 

with hope because L believe there are possibilities for making the 

world a better place now and in the future through 

multiculturalism. 
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1 use the woxd 'renderu in the full sense of its meaning. In the Webster's 

New World Dictionary (1976, p. 405) render has multiple layers of meanings: to 

submit, as for approval; to give in return; to cause to be; to give aid, or do 

a service; to depict; to play (music) or act (role); to translate; ro melr 

dom, 1 made a conscious effort to render (incorporating al1 these meanings) 

the school, my participant, and our relationship in m y  writing. 

Most of the names of characters and places in this work are pseudonyms. Some 

are actual names. Aisha (who appears later in the prologue), and George (who 

appears in chapter eight), Annette and Tara (who appear in lacer chapters) and 

other students throughout this work are composite characters; that is they are 

base6 on real students, but various aspects of their backgrounds have been 

modi f ied. 

That is not to Say that 1 (completely) romanticize my time in the field. 1 

xecognize that 1 was outside the life of the school. Indeed, even if 1 had 

chosen to try to think otherwise, 1 could not have carried that fantasy too 

far. My "outsideness" was pointed out to me on many occasions: by ny 

participant (e.g. field notes, May 15, 1997); other teachers ( e - g .  field 

notes, January 29, 1997); and, one particularly memorable time, rather 

vehemently, by a former teacher (field notes, June 24, 1998). What 1 am saying 

is that I felt caught up in the flow of the school and my participant's work 

life. 

' The feeling I have is echoed by James Clifford (1988) in the Predicament of 
Culture: Li terature, Art and Ethnography in the mentieth Century. In the 

introduction (p. 6 )  he uses a poem by William Carlos Williams to show how 

Williams, as a doctor and a poet, is like an ethnographer. He is in his 

patients1 lives and words (and in my case, work), and through this kind of 

privileged participant observation, one that is both scientific and poetic, he 

finds material for his writing. Clifford does not allude to what 1 also see in 

Williamsf poetry, which is that he also finds the very inspiration to write 

poetry in his work as doctor, in the lives of those he treats. 



P a r t  One: A Narrative of the Archeology 

of the Inquiry Landscape 

Chagter 1 

Excavating the ~utobiographical Roots of the ~nquiry 

Landscape 

A narrative inquiry almost always seems to have strong 

autobiographical roots; mine is no exception. 1 hesitate to Say 

what these roots are because then it may seem as though there is a 

causal link between my past and my inquiry: because 1 grew up in 

an immigrant neighbourhood, because 1 taught English as a second 

language (ESL) students, 1 am interested in multicultural 

education. It is not thatl. For me, 1 think of it as less causal, 

as more tangled than that. Imagine a tree, under the ground the 

roots are interwoven, interconnected, and over-lapping; untangling 

them would be impossible. That is more the way 1 think of the 

roots of my inquiry. They are interconnected, woven together, 

entangled. The autobiographical roots on which the inquiry is 

founded spread throughout the inquiry, nourishing it. 

Archeology, the exploration of the past, of ten leads to a 

reclaiming of the past, and to developing new understandings of 

the past in light of the present, and the present in light of the 

past. In a sense, that is what happened in writing parts of this 

chapter. Archeology also relies on interpretations made £rom 

fragments of information ilfuminated by contextual knowledge. In 

this chapter 1 dig into comections between rny autobiography and 



my inquiry; some are obvious, some are subtle, some are puzzling; 

some 1 explore, some 1 follow, some 1 do not. In this chapter 1 

explore these connections as they relate to the phe~omena of the 

inquiry, the underlying philosophy of the inquiry, the methodology 

used in the inquiry, and the writing done about the inquiry, 1 

also alert the reader to issues that pemeate the inquiry. 

E a r l y  Years  

I grew up in an immigrant neighbourhood in  ontr ré ai. I attended a 

Catholic grade school with many immigrant and many poor students. 

As a teenager 1 questioned the Catholic Church, threw off what 1 

felt to be its yoke, and, through reading literature, explored, 

and felt as though 1 experienced, other ways of living, other ways 

of being in the world. As a young adult 1 questioned the 

implications of aspiring to an ever-spiraling upward path to the 

upper-middle class, a path to which my family was devoted. 

Throughout my life 1 have studied three languages other than my 

own, and learned none of them well (see Roberge & Phillion, 1 9 9 7 ,  

for an elaboration of autobiographical aspects of learninghot 

leawning second and third languages) . 1 experienced the social 

movements of the sixties; 1 worked with Vietnam War draft 

resistors of which there were many who lived near McGill 

University where 1 was a student. My philosophical beliefs and my 

actions, were, and still are, dramaticafly shaped by the politics, 

the perfidies, and the people; and by the music, the movies, and 

the mores 1 encountered during that era. 



Travel 

A major comection between my autobiography and my inquiry that 1 

attempt to unravel in this chapter relates to travel. Travel and 

moving have been part of rny life £rom earliest childhood. In 

Canada 1 have lived in many different areas of five provinces. In 

my elementary and junior high grades 1 changed schools often; 1 

have moved house over 20 times. 1 have also traveled a great deal, 

and spent long periods of time in countries other than Canada. 

When 1 was 17 1 moved to New York with a friend (1 only lasted a 

short tirne); when 1 was 18 1 hitchhiked to Mexico; at 20 1 spent a 

year traveling and working in Europe, much of it in North Africa. 

In my thirties 1 lived in Japan for six years. 1 have traveled 

extensively, in India, Nepal, Thailand, and Tibet (and many more 

countries). Recently 1 traveled in Central America; in 1998 1 

taught a summer course in Hong Kong. 

Every  extended stay in another place, every encounter with another 

person in another place, puts my values, my beliefs, my ways of 

thinking, and my every-day way of engaging in life under scrutiny 

and throws them into question. Encounters with other cultures 

raise issues of who 1 am, and what it means to be wife, mother, 

woman, teacher, learner, Canadian, World Citizen. Encounters with 

other cultures melt dom artificially solid images of what these 

might mean, and enable me to reconstruct understanding of my 

positioning in the world. Encounters with other cultures are, for 

me, more than simply learning experiences at the time they take 

place. They are learning experiences to be 

understand other experiences, often vastly 
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in vastly different times and places (see Bateson, 1994, for a 

well thought out notion on this topic, what she terms "peripheral 

vision", derived £rom her experiences of living, researching, and 

teaching in other cultures) , 

For me, there is a strong connection, a metaphorical relationship, 

between being a traveler and being a researcher. 1 am not alone in 

seeing this connection. Early travel writing has corne to be seen 

as the beginnings of, and roots of, ethnographic work (see 

Clifford, 1988, chapters five and six, for an examination of this 

idea from an historical anthropological perspective, particularly 

in terms of relationships between travel writing and ethnographic 

writing). For me, 1 have corne to believe that there are strong 

connections between learning in another culture and learning in a 

research site. There are strong connections between how L learn as 

a traveler, and how 1 learn as a researcher. As a traveler, as a 

researcher, 1 see £ragments of the lives of those 1 visit, or 

those 1 study. I appear in the landscape at a particular moment in 

the flow of tirne; life has gone on before, and continues after. 1 

may be welcome, 1 may not be welcome. I change as a result of 

these encounters, and 1, and others, .impact persons and places I 

encounter. In travel writing, as done by the early 

'ethnographers" , in research writing, they try, 1 try, to make 

sense O£ selected parts of what has happened, much of the meaning 

making done in the writing, in effect making sense of experiences 

"after the fact" (Geertz, 1995). 

There is a symbolic connection between rny traveling to m a n y  

different parts of the world, and my researching in Bay Street 
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School where many different parts of the world seem to be in one 

place. For me, experiences of being in other cultures resonate 

with experiences of doing research in the school; only in the 

çchool, in that one place, 1 encountered what 1 recognized as 

multiple cultures, multiple ways of knowing, and multiple ways of 

being (in travel to unfamiliar cultures, 1 may not initially 

recognize the rnultiplicity within the cultures). As in encounters 

with other cultures, in Bay Street School my values, my beliefs, 

my ways of thinking, and my every-day way of engaging in life came 

under scrutiny, and were thrown into question. My certainties 

became uncertain; 1 initially experienced this as a dilemma, a 

predicament. I felt a sense of chaos, confusion, tension. ~eeling 

tense, unsure and confused made me feel vulnerable. 1 have corne to 

believe that in travel, as in research, 1 leam £rom and within 

this vulnerability. However, in Bay Street School 1 aiso 

experienced what felt like, to me, often, an overall sense of 

being in harmony, as 1, and others, went about our shared 

activities. 1 puzzle over the meaning this has for teaching and 

learning, for schooling and education, and for multicultural 

identities in our diversifying societies. 

Travel to other cultures, research in Bay Street School, the 

experiences and meanings of each echo and resonate in my 

understandings of narrative inquiry. In travel, as in research in 

the school, I an thrown into situations where 1 do not know the 

language (literally and f iguratively) , do not know the people, do 

not know the customs. 1 have to learn how to "be" in the new 

landscape. 1 learn to be in the new landscape by being an 

inquirer-irnrnersing rnyself in daily life, observing, listening, 
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falling into the rhythms, absorbing the patterns2 (1 feel a sense 

of connection to Aisha from the preface) . 

Edward T - Hall 

the Navajo and 

being educated 

(1994) , in West of the Thirt ies:  Discoveries Among 

Hopi  wrote of his experiences with Natives prior to 

as an anthropologist. Hall discusses what he calls, 

sirnply, "watching and listening". He writes of adjusting his life 

tempo to that of the Natives, He gradually leamed to w a l k  across 

the Land l i k e  the 

a Native elder to 

Natives, sit undex a tree for hours waiting for 

join him, blend into established conversational 

patterns. Hall did this by 

by watching and listening, 

by asking questions . 

imrnersing himself in their daily life, 

by being with the people, rather than 

~ h i s  struck a strong reverberating chord with me, because, like 

Hall with the Hopi and Navajo, to learn how to "be" in the new 

school landscape 1 feel 1 had to immerse myself in the atmosphere 

O£ the school, absorb the patterns and rhythms of Pamts class, 

watch and listen, pay attention, be receptive, become part of the 

life of the class. Like Hall, 1 found that long periods of not 

talking, just being, accompanies this kind of research. Like Hall, 

1 feel 1 learned From, and within, this kind of comected silence. 

Hall writes, again sirnpiy, yet 

echoing chord with me, that he 

interested in the people. 

eloquently, again striking an 

did this because he was genuinely 

In her book Other People's Children (1995), L i s a  Delpit also 

discusses learning about research by being in another culture. 

Delpit tells a story of going to see a mountain in Alaska with a 
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Native person who referred to the mountain as "grandfâthew". The 

lesson that Deipit learned from this is one that 1 also have fond 

to be important in rny research- 

This lesson was only one of many f received on leaming 
to be part of the world rather thari trying to dominate 
it- on learning to see rather than merely to look, to 
feel rather than touch, to hear rather than listen: to 
learn, in short, about the world by being still and 
opening myself to experiencing it. If 1 realize that 1 
am an organic part of al1 that is, and learn to adopt a 
receptive, connected stance, then I need not take an 
active, dominant role to understand; the universe will 
include me in understanding. (p. 92) 

M a n y  have written about leaming while immersed in cultures other 

than their own in addition to Bateson, Hall and ~elpit (who is not 

well-known, nor often cited for this aspect of her remarkable 

work). 1 still puzzle as to why there seems to be such an 

intensification learning while other cultures, while 

am with people from other cultures, and also while 1 am in Bay 

Street School. In travel, in encounters with other cultures, in 

research in Bay Street Sch001, 1 experience a stronger than usual 

sense of being within the world, a sense of opening to the world, 

a sense of engaging with the world, a sense of involvement in the 

world. In travel, as in narrative inquiry in the school, 1 

experience a feeling of being captivated, attentive, of being 

wide-eyed, wide-eared, wide-awake; at tirnes, alrnost so much so 

that 1 feel overwhelmed, at times almost abraded, In other 

cultures, in the school, I feel 1 am in the midst of life, 

mingling with life, meshed with life. Throughout this work, 1 

wonder at why it is that in narrative inquiry in the school, as in 

travel, that 1 feel so much more tuned into life in al1 it 

diversity, al1 its cornplexity? 



Teaching 

Connections between learning from travel overlap and are entangled 

with connections from learning from teaching and learning £rom 

research. 1 have come to believe that there are strong connections 

between being the kind of teacher 1 was able to be because of the 

circmstances of my life and career, and the way 1 felt 1 had to 

go about engaging in inquiry. 

After obtaining teaching certification in British Columbia, 1 

taught ESL outside To3cyo £rom 1983 to 1989. 1 worked with 

different age groups; the experiences 1 remember most vividly are 

those working for Monbusho, the Ministry of Education, as an 

itinerant teacher in junior high schools. My son attended local 

schools, became fluent in Japanese, and developed what 1 think of 

as a bi-cultural outlook on life. While 1 did not learn to speak 

Japanese well, 1 began to feel comfortable as a "foreign" teacher 

in the Japanese education system. 1 understood my position, 1 

understood what was expected of me. However, 1 did not feel 

comfortable as a parent in the education system. 1 could not talk 

to my son's teachers; 1 could not read report cards; 1 could not 

help him with his homework. 1 wonder, now, did I seem like a 

parent who did not care about my son's education? 

When 1 returned £rom teaching in Japan 1 taught "visa students", 

students who come to Casada to study. The visa students were 

junior high school and high school students from Asia who were the 

children of what the Canadian government termed "investment 
- 

immigrants", people encouraged to immigrate to Canada because they 



could contribute to the economy, initially in the form of a $250 ,  

000  investment in business. 1 taught ESL, and "sheltered language" 

courses (subjects taught using modi£ied English vocabulary, with 

language learning integrated into the process of learning content 

--see Mohan, 1990, for a research based justification for this 

approach) in literature and social studies. 1 worked with agents 

who, for a fee, arranged for students to corne to the school, with 

"homestay" parents, who, for a fee, provided homes for the 

students, and with parents when they came for infrequent visits to 

Canada. 1 recruited students in Japan and Taiwan. This involved 

making contact with the British Columbia education officers in 

those countries. 

1 had a unique opportunity in that school (somewhat like Bateson, 

1994, did in her experiences teaching and researching in other 

countries, and Hall, 1994, did in his early years working with 

Natives in road construction on resenres, and Delpit, 1995, living 

and learning in Alaska). The teaching, administrative, and other 

work 1 was able to do immersed me in my students' daily L. 

activities, and brought me into the midst of their lives. However, 

1 felt compelled to k n o w  more, to do more, so that 1 could be a 

"good" teacher. But, what could 1 do to be a good teacher for 

these students? 

1 thought the best way to be a good teachew would be to learn more 

about teaching ESL, and to learn to 'do" curriculum f o r  ESL 

students. 1 decided to do a Masters degree at OISE to accomplish 

these two goals. While 1 learned of no magical formula for 

teaching ESL or writing curriculum for ESL students, there was 
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much I learned of value. 1 developed a broad theoretical 

understanding of the education of immigrant students from 

different perspectives: e.g. historical immigration factors 

affecting different cultural groups (e-g. Ogbu, 1978), cultural 

diversity and identity (e.g. Cummins, 1989), linguistic diversity 

(e-g. Wong-Filmore & Meyer, 1992), cultural forms of knowledge 

(e-g. Banks, 1993), the relationship between culture and power in 

society (e-g. Darder, 1991), the socio-political context of 

immigrant education (e .g .  Nieto, 1992) , and, the politics of 

teaching immigrants ( e . g .  Giroux, 1992). 1 learned about effective 

ESL teaching methods (e.g. Krashen, 1982, whose communicative 

approach is currently in dispute), cooperative learning (e.g. 

Kagan, 1986), and working in Zones of Proximal Development (e-g. 

Vygotsky, 1978). 1 learned about phases of adaptation, and modes 

of acculturation (e-g. Berry, 1980). 1 also Learned about the 

education of Asian students, and the particular problems they 

encountered in learning English and adjusting to new ways of 

teaching (e-g. Baruth & Manning, 1992). Reflected in this 

literature I could see a genuine attempt by researchers, academics 

and school o££icials to deal with many of the problems facing 

immigrant students in North America. 

1 was learning much about the education of immigrants £rom this 

research literature; indeed there was more to know than 1 had 

anticipated. But with this knowledge came little sense of 

satisfaction that 1 would be better 

students, 1 felt frustrated because 

able to work with these 

much of the research isolated 

language learning, at that time still my major avea of interest, 

and the educatiocal process, £rom the total context of an 
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immigrant student's life and experience. I began to feel that 

doing research was like looking at one part of a mosaic through a 

magnifying glass. 1 could see only what 1 felt to be a smail piece 

at a tirne. 1 could understand this piece, but only in isolation 

£rom the other pieces. 

1 was unable to achieve the more holistic understanding 1 craved, 

m d  felt 1 had learned £rom teaching (and £rom living abroad). In 

working in the school for visa students 1 had had the opportunity 

to know the students in ways that allowed me to connect language 

learning to their lives. As liaison for homestay families, 1 heard 

the struggles of the students in trying to assimilate what they 

thought of as "Canadian" ways of life, but having to close the 

doors to their rooms s o  they did not have to experience the 

tension O£ speaking a foreign language. 1 heard the struggles of 

the homestay parents as they described reaching out to the 

"foreign" students, and being rebuffed and excluded. I heard t h e  

struggles of the students, not so m u c h  in learning English for 

academic purposes (see Cmins, 1989, for a discussion of academic 

and communicative cornpetence), although that was an issue, but in 

learning how to talk to Canadian teens, and not knowing what to 

Say, of going too far in what they thought seemed like "Canadian" 

banter to them. 1 heard the struggles of rny fellow teachers, 

concerned that students were not leaming enough content to 

support them in high school because the demands of teaching 

language could not be fit into the 60-40 ration prescribed by 

school policy. 1 heard the struggles of parents who were filled 

with concern for their children, and who wanted them to learn and 

be successful, but who could not stay in Canada because of 
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business reasons, and so, sone left their children, often 

unattended, often in beautiful family homes bought in expensive 

residential areas of the city. 

From living, teaching, and being a parent in Japan, £rom being a 

teacher and administrator in the school, I had been privileged to 

be able to see my students from a more whole-life, life-like 

perspective than 1 found in research literature. 1 desperately 

wanted to pursue this kind of knowledge in my studies and 

research. A shift in this direction came about in one of Grace 

Feuerverger's classes where we looked at immigrant education from 

the broader perspective of the interconnectedness of language, 

culture and identity; and from an entirely different source, 

literature written by immigrants about their personal experiences 

of living and learning in a second culture (from the course, e-g. 

~odriguez, 1983; Hoffman, 1989; since then 1 have read more of 

this literature, e-g. Chamoiseau, 1994; Choy, 1995; Kingston, 

1975; Maharaj, 1997; Verdelle, 1996) and the impact it originally 

had increased). The fragrnented mosaic of immigrant life that 1 had 

attempted to piece together £rom research literature came to life 

in the literature written by immigrants about their persona1 

experiences, as it had corne to life in my living and teaching 

experiences. But what did this have to do with research? What 

could 1 do in my own research? 

In Grace Feuerverger's class I was also exposed to narrative 

inquiry for the first the, particularly the work of Connelly and 
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Clandinin (1988, 1990) . 1 was intrigued by the approach, by the 
idea that people would share stories of their experiences as 

research. After all, wasnft this what it was like for me as a 

teacher in the school? Students told me stories of their life in 

Canada. We developed relationships Lhrough this sharing, and 1 

certainly ll?arned £rom this sharing. 1 began to see that 1 could 

explore the eirperiences of immigrant students f rom this 

perspective, one 1 had not yet found in the research literature. 1 

was excited at tne possibility of doing a narrative inquiry that 

focused on an understanding of Asian visa students' experiences of 

learning in second culture. 

1 obtained a grant £rom the Canadian ~ssociation of Second 

Language Teachers and returned to Vancouver to interview some of 

my former students. They told me stories of what li£e was like for 

them in their second language (Phillion, 1995). They talked about 

parents, teachers, and friends. They talked about living and 

learning. They talked about how their lack of proficiency in 

English was a barrier to making friends with Canadians. They 

talked about how their lack of proficiency in English embarrassed 

them into silence in the classroom. They told me that a good 

relationship with a teacher, particularly when they f irst came to 

the country, helped ease the transition £rom one environment to 

another. They told me that teachers who treated them as 

individuals, who understood their culture, or tried to understand 

their culture, who brought culture into the classroom, created an 

environment O£ trust that built good relationships. They told me 

that a good relationship with a teacher could make a difference in 



their lives. 1 puzzle over what they told me, did they Say what 1 

hoped to hear, or did 1 only hear what I hoped they would sa?? 

1 had been excited at the start of the project, thrilled to obtain 

funding to go to Vancouver, which made me feel like a "real" 

researcher, and exhilarated during the time 1 spent doing the 

research, The 'writing up" was less satisfactory; 1 felt that the 

meaning of what the students told me was not reflected in my 

writing. As the project came to completion, I had a feeling of 

incornpletion. 1 felt that this was a step in the direction 1 

wanted to go in research, but, the brie£ interviews 1 conducted 

once with each participant did not allow me to burrow as deeply 

into their lives as 1 wanted. Intenriewing them was not like being 

with them in their lives. 

1 decided to pursue a doctorate (that would do it, wouldn't it?) . 
I found out that the Comelly part of the Connelly and Clandinin 

that 1 was reading was a professor at OISE. In fact he was dom 

the hall from where 1 was taking rny classes, and was director of 

the Centre for Teacher Development. My Masters degree had been a 

lonely experience m d  1 welcomed the opportunity to become part of 

something; 1 began to attend events sponsored at the Centre. 1 

found that there was a diverse group of people, mainly women, in 

the Centre who engaged in narrative inquiries. In this group 1 

began to realize that I learned best, and worked best, in the 

Company of others. The importance of these relationships unfolds 

gradually during the reading of this work; and, as you shall corne 

to see, they are an important part of the archeology of the 

inquiry. Digging in this section reveals something like shards of 
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pottery, fragments you painstakingly put together over the reading 

of this work, yet, also, never truly complete. 

Shortly after 1 joined the Centre 1 started to work on a Social 

Sciences and Humanities Research Council of Canada (SSHRC) project 

with Michael Comelly and Jean Clandinin. In this project the 

relationship between persona1 and professional knowledge and 

context was examined. We looked at the shaping influence of 

context on the knowledge and identity of the people living and 

working in the landscape, and these peoples' influence in shaping 

the landscapes in which they lived and worked. In particular, 1 

looked at the experiences of ESL teachers and adult immigrant ESL 

leamers (He, Phillion & Beach, 1999), and foreign-trained 

immigrant nurses (Quan, Phillion & He, 1999). 1 worked closely 

with, and continue to work with, project team member Ming Fang He. 

While rnuch of Our research consisted of interviewing 

administrators and examining the changing policy context O£ ESL, 

towards the end we participated in a class with an adult ESL 

instructor, Norman Beach. 1 began to know hirn and his students. 

Through these relationships 1 began to be aware of issues, not 

only from the policy context with which 1 had, by then, become 

sornewhat familiar, but £rom the perspectives of teachers and 

students. 1 was pleased with the research, happy in my 

relationships with the team, and thrilled to be invited to write 

about these experiences. However, 1 still did not feel as though 1 

was pârt of the lives of my participants. 1 still craved the more 

whole understanding 1 f e l t  1 obtained from teaching and from 

reading autobiographical immigrant literature. 



My interests gradually shifted and grew to encompass teacher 

education and pre-service teacher education. In 1995 1 conducted a 

pilot study at a Faculty of Education with four fernale immigrant 

pre-service teachers from Mauritius, ~thiopia, the Ukraine and the 

Czech Republic. My participants told me what it was like to live, 

learn, and teach in a second language and culture. Language issues 

were prominent in that work, but, again, they related to real-life 

issues: how the pre-service teachers experienced their University 

classes and their practica, and their anxiety that their accents 

would be a barrier to obtaining a teaching position. The next year 

1 attempted to find minority immigrant pre-service participants to 

work with for rny dissertation research. 1 was unsuccessful at both 

universities in the area. 1 was discouraged, but still determined 

to pursue the same topic. 

I puzzle over why rny approach to immigrant pre-service teachers 

did not work, why 1 was unable to interest anyone in doing 

research with me. 1 wonder if it was because what 1 asked them to 

do was outside of their lives, outside of their classes, outside 

of their school experiences. Digging into the archeology of the 

inquiry, as 1 explore the autobiographical roots of travel and 

teaching experiences, 1 see that while they nourish the present 

inquiry, perhaps at that t h e  1 was not takinç my travel lessons 

and my teaching lessons to heart. Perhaps 1 not only attempted to 

do research that was outside the lives of rny potential 

participants, but also 1 saw research as separate £rom my life. 1 

was busy running around asking people questions. 1 was not 

becoming part of anything. I was not using my "peripheral vision" 



(Bateson, 1994) to help me understand the situations 1 was in now. 

It was in my next research project that 1 began to see hints of 

what 1 now think of as what narrative inquiry could be like. 

At the same time as 1 was attempting to find research immigrant 

pre-service teacher participants, 1 worked as a graduate assistant 

on an evaluation project of a pilot two-year pre-service program. 

This project was conducted under the supervision of Dennis 

Thiessen. In the first year we examined the experiences of various 

stakeholders in the program; my particular concentration was on 

the experiences of the pre-service teachers. In the second year, 

we focused on the learning of pre-service teachers in their school 

settings within the context of school-university partnerships. 

These research experiences proved to be a valuable part of the 

interna1 dialogue with my future research experiences. 

Narrative ~ n q u i r y  

For my own research 1 decided to look at a new group of immigrant 

teachers: out-of-country certified teachers. The Ministry of 

Education and Training had granted letters of eligibility to over 

8,000 of these teachers £rom 1990-1994. There were thousands in 

the city, surely 1 could find participants. 1 did. In January 1936 

1 began to do a narrative inquiry at a different Faculty of 

Education in a pilot program designed to "upgrade" (the term used 

by the university at that the, later discarded) the teaching and 

English language skills of teachers certified outside Canada (see 

Appendix 1 A for summary of field texts collected during this 

research) . The 22 program participants were trying to obtain 
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positions in 

long process 

the 

was 

Ontario education system. The first step in this 

to obtain a second qualification, for example, if 

they had a primary qualification, they needed a junior 

qualification. In addition to offering the second qualification 

the program also provided an orientation to the history of the 

Ontario education system, and to classroom practices, for exampf e, 

the whole language approach and process writing. 

My participants, £ive women from Somalia, Jamaica, and India, told 

me stories of what it was like for them to learn to teach in the 

Canadian education system. In this research 1 feel as though 1 

reached closer into the lives of the participants. 1 attended al1 

their classes, met them for rneals, went to their homes, and they 

came to mine. 1 heard about their past experiences, their current 

struggles, and their hopes 

their children. 1 was more 

in their schools. 

for the future, for 

in their Lives, but 

themselves, and for 

still not with them 

For my dissertation 1 had hoped to follow one or two of the five 

participant immigrant teachers as they became part of a teaching 

staff (see Thiessen, Bascia & Goodson, 1997, for an exploration of 

the experiences of immigrant teachers in the education system in 

Ontario and 

were unable 

time period 

British Columbia). However, the teachers 1 worked with 

to obtain full-time positions in schools during the 

when 1 was doing research with them. In the following 

section I explore sorne of the reasons for this (portions of the 

next section are part of an article 1 have submitted for 

publication to the Canadian Journal of Education) . The tone 



shifts, rather dramatically, to a less persona1 one, a more 

dispassionate one, than in previous and later sections. 

Out -of -Country Certified Teachers 

There were many difficulties these out-of-country certified 

teachers experienced in their attempts to negotiate entry to the 

education system: evaluaiion O£ qualifications, completing 

requirements of the Ministry of Education, obtaining teaching 

certificates, obtaining Canadian teaching experience, pressure to 

act as role models, language issues, past experiences, and lack of 

teaching opportunities are some 1 explore in the following 

section. 

Evaluation of walifications In Ontario the process of having 

qualifications evaluated by the Ministry of Education and Training 

is lengthily; in cases where translations of documents are 

required, it can also be costly, and in cases where there is war 

in their native countries it c m  be impossible to obtain documents 

(Chandra Ramkelawan [Ministry of Education document evaluator], 

persona1 communication, July 3 0, 1996) . The newly established 

College of Teachers has recently taken over this responsibility. 

Indications are that the process has become more difficult. There 

is also a charge of $225 for the service. The Somali participants 

had to wait for over a year to have their qualifications evaluated 

while relatives gathered the necessary documents in their native 

country. 



Com~letins reauirements of the Ministnr of Education After 

documents are evaluated out-of-country certified teachers receive 

a letter that indicates what they are required to do in order to 

receive a Letter of Eligibility which entitles them to begin to 

teach in the system. The two Somali participants w e r e  required to 

take a series of general courses at universities. Al1 of the 

participants needed certification in another teaching area as in 

Ontario two areas of specialization are required, for example 

certification in primary and junior, or junior and intemediate. 

The course offered to out-of-country certified teachers at the 

university where I did the study was expensive. Several of the 

participants had to juggle current work obligations with the 

course and practicum responsibilities with a resulting loss in 

income that was difficult to manage. 

Obtainina a teachins certificate Once these immigrant teachers had 

obtained a Letter of Eligibility, it was difficult to obtain a 

temporary or supply teaching position. To obtain an Ontario 

Teaching Certificate (OTC) you must teach for two hundred dqs. 

Without an OTC, it is not possible to take Additional 

Qualification courses beyond those needed to obtain a Letter of 

Eligibility. Yet, it is often teachers who have specialized 

Additional Qualifications, for example in teaching English or 

French as a Second Language, or Special Education, who have 

opportunities to be hired (John Doherty [Toronto School Board 

trustee], personal communication, July 30, 1996). 



Obtainincr Canadian teachins experience Canadian teaching 

experience is necessary to obtain employment. In order to obtain 

an interview with a Board of Education, it is often necessary to 

have a letter of reference £rom a principal- Therefore these out-  

of-country certified teachers actively searched for volw-teer 

positions in schools. One was able to volunteer in her children's 

school. Two spoke Somali, a language ski11 that was in demand, and 

were able to obtain volunteer positions. Two initially had 

difficulty in obtaining volunteer positions as there is increased 

competition £ r o m  university students, and even high school 

students, who volunteer in order to increase their chances of 

acceptance to a faculty of education. Al1 the immigrant teacher 

participants in the study volunteered full time in schools for up 

to one year. 
4 

Pressure to act as role models The lack of minority teachers in 

the system to act as role models and advocates for students 

resulted in their feeling pressure to fulfill those roles. One of 

the Somali teachers was placed in a school with a 93% Somali 

student population. She was the only person on staff in the school 

who could speak the language. She often met with parents and 

translated documents. She sometimes felt as though she was not 

having the opportunity to teach, but was spending her time running 

around the school. The difficulties experienced by linguistic and 

cultural minority immigrant students and their families (see 

Cummins, 1989, 1996, for an elaboration on the situation of 

immigrant families) was also a source of concern for all 

participants. 



Lancruacre issues The participants identified m a n y  other irnpedirnents 

to becorning a teacher in Canada. They felt the ability to speak 

what they viewed as "standard Canadian" English was essential in 

order to obtain a position. The Somali participants felt that a 

major difficulty in obtaining employment was their lack of fluency 

in English; two participants who spoke English as a first language 

felt that 

no Somali 

Education 

their accents were problems in intenriew situations. 

teacher had ever been hired by the several Boards of 

in the large urban area where the research was 

conducted, those participants felt that being £rom that 

added to their difficulties. (At the end of the course, 

one of the Somali participants was hired by a board.) 

country 

however , 

Past emeriences Several of the participants had non-traditional 

teaching positions in their native countries and found that those 

experiences were not valued in interviews. In particular, one had 

worked with adults and one who had worked with young children felt 

that their past experiences were not regarded as worthwhile. Most 

felt that in general, teaching experience in their native 

countries was not highly regarded. However, they did feel that 

their university course instructor respected their previous 

experiences, as did their practicum supervisor, a retired 

principal. Three participants also expressed concern that working 

as a security guard, a telephone solicitor, and a clerk in a store 

in Canada created the impression that they were not seriously 

seeking employment as teachers. One felt that her community work 

was a benefit. 



Lack of teachins o~wortunities For the women who had successfully 

negotiated the above obstacles, the path to employment was still 

difficult. In the economic climate in Ontario, there were few 

teaching positions. Two of the women successfully negotiated the 

path from evaluation of documents to teaching employment. One was 

the Somali wornan previously rnentioned who was employed as a 

regular classroom teacher, however it was on a one year contract. 

It should also be noted that she had a Masters degree £rom an 

American University. One teacher from India obtained a supply 

teaching position. At the tirne of writing she has been employed in 

that capacity for two years. One participant returned to her 

native country of Jamaica in order to secure a position. She feït 

she could not wait for employment, arid could not hazard the chance 

that a position would open up later. Another participant returned 

to heu past employment as a security guard as she contributed to 

the finances of her family, and could not rely on supply teaching, 

which in al1 likelihood would not have been available. The third 

became an international language teacher, a teacher of languages 

other than English or French (see Feuerverger, 1997, for a 

discussion of international language teachers, many of whom are 

out-of-country certified teachers) . 

T h e  International Teachers Network 

mile 1 could not continue the inquiry in a way that made for what 

1 thought, at the time, could be a dissertation, 1 did continue to 

work with these participants in ways that have informed my overall 

inquiry and informed rny thinking about multiculturalism; also this 



work has helped me see that my scholarship and community work are 

integral to each other. As Our relationships grew, as ne shared 

more, the need to move beyond Our persona1 understandings 

developed within the group. 1 did not enter into the research with 

a critical ethnographic approach (e-g. Thomas, 1991) , nor with an 

explicitly feminist orientation ( e .g .  c.f. Nielson, 1990), both of 

which have social action as the pre-established framework and goal 

of the inquiry. Rather, the need for some form 04 action was a 

natural outgrowth of our interactions; the action arose, alrnost 

organically, from the process of being together as part of the 

continuity of our past experiences, our current experiences, and 

as an expression of Our developing understandings in the inquiry. 

Here 1 return to the theme of learning with others, learning from 

being in relationship, learning £rom working purposefully together 

in community. 1 also link this to themes rnentioned in my early 

years. In the narrative inquiry with the out-of-country certified 

teachers 1 began to awaken to my past experiences. My sixties 

experiences, while never far £rom the surface of rny understanding, 

were somewhat subrnerged during my years in Japan. 1 woke up to my 

past to a certain extent when 1 taught in the school for visa 

students and in the previous inquiries 1 engaged in with ESL 

teachers and ESL immigra-nt adult learners. In the research with 

out-of-country certified teachers, 1, in a sense, re-discovered 

the social consciousness that had been sornewhat dormant since my 

work with Vietnam War resistors. Understandings that grew out of 

my sixties activist experiences, filtered through my travel and 

teaching experiences, merged with my nineties researcher 



experiences when a group of out-of-country certified teachers fwom 

the program and 1 formed The International Teachers Network. 

The International Teachers Network is not as active as I would 

like it to be, but it does continue to function two years after 

its inception. We have an ambitious mandate which has a number of 

objectives--£rom doing research that will influence education 

policies, to active engagement with boards of education to 

influence hiring policies. What we actually do rnay be somewhat 

less grand by cornparison, though, for me, more immediately 

rewarding. We go to community centres and speak to immigrant 

teachers about the process of becoming certified and gainirg 

employment in Ontario. We publish small pieces of information in 

community newsletters. We rnainly work individually with immigrant 

teachers (usually women) on how to prepare resumes and job 

applications. Sornetimes we simply meet someone for a talk and tea.  

We share practical solutions based on what we have learned 

together; for example new immigrant teachers may not know that it 

is important to do volunteer work, and they may not realize that 

is one of the possible "keys" to unlock the doors to this 

education system. A member of the Network serves on the Board of 

Directors of Skills for Change, an Ontario organization funded by 

federal, provincial, and local governments, as well as private 

donations, that is dedicated to assisting immigrants to Canada. We 

worked together on a project, funded by the Ministry of 

Multiculturalism and Status for Women-Canada, that examined the 

experiences of immigrant women in teaching, engineering and 

accounting as they attempted to gain access to their professions 

in metro Toronto. 



We also have a telephone service, actually it is my telephone 

number circulated through Skills for Change. 1 answer the 

sometimes vexy desperate questions of immigrant teachers, or 

listen to people who need to tell their stories. Some stories 

sadden me, like the story of a young woman £rom Serbia, with no 

family in Toronto, who can not find work, and cries every time she 

calls . 1 try to f ind solutions. For example, through people 1 have 

m e t ,  1 c m  find out when positions are posted for ESL teachers, or 

International Language teachers. S o m e  of the stories puzzle me, 

like the story of a teacher £rom India who had been living in 

Nigeria. Immigration Services told her that there was a demand for 

engineers, her husbandrs profession, and available teaching 

positions for her. Then there were no positions for either. They 

used up al1 their savings and did not know where to turn. As well 

as being sad and puzzled, 1 am angry and feel at a loss when I 

hear these stories. This particular story, unlike many 1 hear, had 
- 

a classic happy ending, of sorts, when they both obtained 

positions related to their professions. 

The situation is so complex. To be able to do this kind of 

comrnunity work has increased my understanding of this complexity 

in many ways. What 1 was learning in the narrative inquiry with 

out-of-country certified teachers and commuiity work arising £rom 

the inquiry was what 1 had craved to know in my education in OISE, 

and in my other research projects. 1 was learning about what felt 

like the "whole picture" I had learned about £ r o m  life and 

teaching. The frag-mented mosaic was coming together. 1 became 

committed to a narrative approach. 
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However, 1 still fe l t  discouraged, dejected in fact, about what 1 

thought of as my 'real" dissertation research. What was 1 going to 

do? I had the passion, the energy, the drive, and even the 

funding, but no participants! 1 decided that if the out-of-country 

immigrant teachers 1 knew were unable to obtain employment, 1 

would do research with other immigrant teachers to continue to 

explore the experiences of immigrant and internationally trained 

teachers, only this t h e ,  in school settings. 1 heard about a 

principal 1 thought would be perfect to approach- The principal 

was Black, £ r o m  the Caribbean, an immigrant himself, worked 

voluntarily with immigrant organizations, and had hired teachers 

of diverse backgrounds for his school. However, progress in 

negotiating entry was slow. After three months 1 was able to 

obtain an interview. It ended up being a telephoned response to 

faxed questions. My unease grew as he indicated that this method 

would be "a good way for us to do research". 1 knew that was not 

the way for me. Why was nothing working out? 

The Juncture of Learning 

from Travel, Teaching, Inquiry and Communi ty 

Just as the situation looked darkest, just as it 

1 was not going to be able to do an inquiry with 

teacher (or any inquiry at al1 for that matter) , 

thing happened, as so often 

is that how we construct it 

was when Mick and 

school where they 

Jean were 

happens 

when we 

doing a 

had done research 
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looked as though 

an immigrant 

a serendipitous 

in research, or 

look back? This bleak moment 

SSHRC proposal to return to a 

for years. The school was Bay 



Street School, a mythical place 1 knew £rom conversations with 

Mick, and £rom reading articles he and Jean had written. 1 had 

never seen the school. 1 did not know its real name. 1 did not 

know where it was. Filled with apprehension, for many reasons, 1 

agreed it might be a place where 1 could find a participant. Mick 

had conversations with Bay Street School's principal. Mick and 1 

had conversations with the principal, vice principals and 

cornrnunity liaison worker. The "project" negotiated entry into the 

school, and 1 negotiated entry into my participant, Pam's, life. 1 

was in a school, 1 was working with an immigrant teacher, 1 was on 

my way. On my way to where, and what, 1 did not know, nor could 1 

have imagined. 1 was ecstatic. 1 was. going to do my 'real" 

research. 1 was in Bay Street School. 

A Thumbnail Sketch 

After al1 the false starts, al1 the crushed hopes, al1 the twists 

and turns, al1 the learning, al1 the renewed comrnitments, and al1 

the time, 1 came to Bay Street School in Novernber 1996. Bay Street 

School is located in Toronto, a city the United ~ations has 

declared the most diverse in the world; a city with over 160 

ethnic groups, and over 100 language groups  raini nie, 1998). Bay 

Street School has students that belong to over thirty of these 

languages (Toronto Board of Education, 1996-97). The community in 

which the school is embed6ed is diverse. The neighbourhood 

often referred to as "inner-city", but, for me, it is more 

multicultural neighbourhood, home to many immigrants, home 

refugees, home to many people £rom al1 over the world. Bay 

School is often referred to as an "inner city scho01"~ but, 
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it is a school for immigrants, a school for refugees, a school for 

children from al1 over the world. 

In archival research 1 found the demographics of Bay Street School 

had shifted and chmged over the years, but a constant is that it 

has always been a school for immigrant students, a school for 

refugee students. a school for students £rom al1 over the world. 

The different populations of students that have corne and gone 

through the years in the school, from the early Europeans, to the 

Portuguese, to the later ones £rom Vietnam and now from Somalia, 

mirror changes in Canadian immigration laws and patterns, global 

strife and its consequences, and world economic situations. My 

persona1 experiences are also mirrored in the shifting cultures in 

the school. Many of the different populations of students reflect 

cultures in which 1 have traveled at different times of my life, 

home toms of students 1 have taught in different places, research 

participants 1 have had throughout my inquiries, and out-of- 

country teachers and project members with whom 1 have worked. 

1 believe that al1 the false starts, al1 the set-backs, al1 the 

learning, al1 the minor triumphs, were preparing me for Bay Street 

School, preparing me for my participant, and preparing me for 

becoming a narrative inquirer. Lessons from life and education 

Canada and Japan; £ r o m  travel in many parts of the world; from 

teaching immigrant students and ESL students; from learning in 

community at the Centre and with the out-of-country certified 

teachers; and from al1 the inquiries 1 had engaged in came 

together in Bay Street School. But, as you shall see in 

following chapters, learning £rom these lessons did not 
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fa11 into place. 1 struggled with those lessons, I fought with 

those lessons, I refused to listen to those lessons. 1 had gained 

a sense of the importance of learning from being in the midst of 

life £rom rny experiences 

had a sense of this from 

of travel, teaching 

the inquiries 1 had 

and community 

engaged in up 

work. 1 

to 

going to Bay Street School. But 1 had no sense of what it would 

mean to think about al1 these issues in the context of a school, 

in working closely with a participant for two years. 

Experiences in the past and present connect me to Bay Street 

School, and Bay Street School connects me to my experiences, to my 

past, to my present, and to my future. Bay Street SchooS comects 

me to my travels, to rny teaching, to my comunity work, and to my 

research. Bay Street School connects me to the world, and the 

world connects me to Bay Street School. But, for me, Bay Street 

School is still much more than that. Bay Street School is more 

than a physical place in a neighbourhood, more than an inner city 

school, more than a school for immigrants and refugees, more than 

a school filled with cultures with which 1 have had some contact, 

and more than a geographical location in an inquiry space. Bay 

Street School is the physical/emotional/intellectual junctuxe of 

the inquiry landscape, the place where learning £rom my 

experiences merges and converges with my interests and passions, 

concerns and commitments, coalesces, swells, and gains momentun, 

changes and transforms, and moves forward. 



This point came home to me very stxongly teaching in Hong Kong in the summer of 1998. The 

class participants, faculty on staff at a teachers8 college, bec- enthusiastic about 

ncurrative and a personal experience approach to curriculum. 1 was pleaçed by their receptive 

attitude to what they had indicated were very new ideas. However, 1 realized things had gorie 

somewhat awry when, during class presentations, class members were being asked to relate scme 

aspect of their teaching to some specific childhuod incident. In fact, at thes, the 

discussion period seemed to be more of an interrogation. 

2 1 was not al* a traveler such as 1 view myçelf to be now. In the pasi-, as a younger 

traveler, I was less concmed with observing and absorbing, and more concerned with being 

who 1 thought 1 was (e-g. 1 wore inappropriate clothing in Morocco. Shorts and a halter top 

w e r e  who 1 was, never mind that women there were covered from head to toe) . 
- 

1 xealize that there are certain problems ui this kind of research. 1 used interview data, 

and took the students words as the "truth". Donald Freeman (1997) has discussed this problem 

in narrative inquiry. Also, the unequa1 power relations, me, their former teacher, as 

researcher, them, my former students, as participants were not addressed. 

1 have struggled in this dissertation with the use of t e m  that are in the literature, yet 

do not fit the way I have corne to see things. 'Inner city school" is a conunon tenn, we can 

f ind this tem in everything from movies, to newspapers, to research articles. It is a term 

in cormon use by the public. 

"Inner city school", a tem drawn from sociological literature, has strong representations in 

people's minds. The term conjureç up images of run-dom, broken-wuidowed, garbage-strewn, 

graffiti-laced areas such as 1 have seen in some areas of the United States; Flint, Michigan, 

is an example of an American city where 1 have seen these kinds of neighbourhoods, and these 

kinds of schools. The term does not fit the image 1 have of Bay Street School. Ir is 

precisely the use of terms like "inner-city school", loosely and sometimes inappropriately 

applied, that I have battled throughout the dissertation, battled with myself mostly! 

- 

However, this is not only a personal issue, but relates to a broader concern within narrative 

inquiry. Language, and tenns used w i t h i n  laquage, are not neutral objects to be f illed with 



meaning. T e m  corne with meanings embedded in th-, meanings we may not w i s h  to ascribe to 

the s i tua t ion  or phenornena we are describing. Following Schwab (1978) who worked on a 

suitable language for curriculum, Clanàinin and Connelly (1994, in progress) are working on 

creating a language reflective of the new research paradigms that a h  a t  understanding 

individual experience within a broader social context. in the creation of new tem is 

implicir the understsinding that some terms in use in the research literature are, at best, 

inappropriate, or, at wors t , misrepresentative . 



Chapter II 

Excavating the ~heoretical R o o t s  of the ~nguiry 

Landscage 

Narrative inquiries aimost always are about peoples' lives, their 

interests, concems, and passions; mine is no exception. As could 

be seen in the previous chapter 1 am interested in the education 

of English as a second language (ESL) students, the education of 

immigrant students, the relationship between immigrant parents a d  

schools, and immigrant and minority teachers, and contributions 

they make to our education system. 1 am particularly interested in 

ieachersr knowledge of working in multicultural classrooms. These 

are aspects of what 1 think of as my overall interest in 

multiculturalism. 

1 am especially interested in schools where multicultural 

education takes place, the communities which these schools serve, 

and multicultural education as it is lived by students and 

teachers in these communities and schools. My inqui= has arisen 

£rom these broad interests in multiculturalism. As an educator, my 

interests are sit-uated in the discipline of education; at the same 

time I recognize that these interests extend beyond the realm of 

education, and reach out to be touched by, and to touch, issues of 

multiculturalism that permeate al1 disciplines, al1 societies, and 

al1 lives today. In a later part of this work 1 connect 

multiculturalism to other disciplines. 



Like many multicultural educators (e-g- Banks, e.g- 1996; 

Feuerverger, e.g. 1994; Gay, e.g- 1998; Greene, e.g .  1993; Giroux, 

e.g. 1992; Nieto, e.g. 1992) 1 see multiculturalism as rooted in 

social justice, and, as such, a way of thinking about, and a 

philosophical orientation to, education and educational activities 

such as research, practice and school reform, as well as an 

orientation to other disciplines. 1 see multiculturalism as a 

process, continually evolving, changing, transforming. I also see 

multiculturalism as a goal towards which many educators, and 

others in other disciplines, are striving. As such,  rather than 

supplying a fixed definition of multiculturalism, compatible with 

the above ideas of multiculturalism as a process and a goal, my 

entire work (and my future research and thinking that will build 

on this work) could be viewed as an evolving narrative of 

muIticulturalisrn. In my work there is no strong sense of certainty 

about multiculturalism, r,or did 1 wish for that. Rather there is a 

sense of uncertainty, tentativeness, reflective of the fact that 

my ideas on multiculturalisrn are under exploration, as they are in 

disciplines and societies today. As such, there are sections of my 

writing In this chapter that move from tones of "knowing", to 

tones of "wondering". 

Unlike some writing in multiculturalism (e.g. Glazer, 1997) my 

multicultural perspective is not derived from an abstract 

theoretical orientation to multiculturalism, but primarily £rom rny 

life and research experiences. l n  my work 1 primarily focus on 

what seems to be working in multiculturalism (see Lawrence- 

~ightfoot & Davis, 1997, for a discussion of the value of taking 

this perspective, one they term a focus on "goodness"). Like James 
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Banks' more recent work ( e - g .  1996) 1 see my future work taking 

more of a historical aspect, the past shedding light on the 

present, context informing phenornena. Like some of the "new" 

ethnographies (e.g. Soto, 1997; 

my work as developing more £ r o m  

Valdés, 1996) in the future 1 see 

and within a multiculturaf 

community in which 1 hope to live and do my research. 1 am seeking 

more of an immersion experience, one where my whole life, 

including my every-day experiences, feeds into my inquiry. 

In the previous chapter 1 explored my persona1 experiences and 

beginning research experiences. In later chapters 1 explore my 

experiences and my participant's experiences in Bay Street School. 

In this chapter 1 briefly explore the place of theory in this 

inquiry. 1 dig d o m  directly to the theoretical roots that uphold, 

sustain, and nourish particular aspects of my inquiry. These roots 

are primarily in narrative and conceptions of multiculturalisrn 

derived from philosophy. As in any archeological investigation, as 

1 dig 1 only uncover fragments of these deeply penetrating 

theoretical roots; they continue to grow in other chapters. 1 also 

hint at the potential significance, explored at greater length in 

chapter eleven, of the coalesceiice of narrative and particular 

philosophical conceptions of multiculturalism. 

In the last section of this chapter 1 take a fleeting look at some 

specific research literature on immigrant and visible minority 

teachers that validated my way of thinking about multicultural 

education, and framed rny experiences with rny participant, Pam, 

particularly the initial stages this inquiry . chap ter 

six, 1 again discuss this literature in the context of my 



relationship with Pam, The tone changes, rather dramatically, in 

this section of the chapter. This change in tone is reflective of 

the change in structure of my writing and hints at a rigidity, 

and, at the same time, a questioning of this rigidity, that 1 have 

not attempted to remove- Throughout this châpter, and others, I 

have attempted to use tone to convey meaning. In other parts of 

this work, 1 explore additional "theoretical" influences on my 

thinking, mainly novels and art. 

In the next sections 1 explore a personal understanding of 

multiculturalisrn that is fueled by reading narrative and 

philosophy and by engaging in narrative inquiry. 

Narra t i ve  Orientations to Mu1 t i c u l  turalism 

1 ask myself where do 1 place my interests in this swirl of 

multiculturalism? First, 7: write from and within a Canadiari 

context, with a strong interest in international aspects of 

multiculturalism. 1 write £rom and within the discipline of 

education, with an interest in philosophy, psychology and 

- anthropology. 1 write £rom an experiential perspective; from my 

experiences as teacher and parent in a foreign country, as 

educator of immigrant students, as traveler to many countries. 1 

write from my experiences of a long term inquiry in a 

multicultural school and from my relationship with an immigrant - 
teacher in the school, P m ,  and other immigrant teachers 1 work 

with context . 



1 am particularly interested in a narrative way of understanding 

multiculturalism. By a narrative way of understanding 

multiculturalism, 1 mean first, and foremost, 1 am interested in 

the experiences of people. 1 am interested in the experiences of 

teachers and students as they go about their lives in 

multicultural educational settings. 1 am not however only 

interested in individual experience. 1 am also interested in the 

contexts in which experience takes place. It is in the dialectic 

tension between individual experience and temporal, physical, and 

relational contexts that meaning is made in a narrative inquiry 

(see Clandinin & Connelly, in progress, for an in-depth discussion 

of the three dimensional narrative inquiry space). As this work 

progresses, 1 move back and forth between experience and context, 

context and experience, foregrounding one or the other, 

backgrounding one or the other, each informing the other. 

Narrative as a form O£ inquiry, and as a method of representing 

understandings of inquiry, has an established history in many 

disciplines in the social sciences: education, psychology, 

psychotherapy, history, literature and anthropology (e-g. Bruner, 

1990; Connelly & Clahdinin, 1988, 1990; M i s h l e r ,  1986; see 
*- 

Polkinghorne, 1988) . In Che field of education, in their work £rom 

1983 to the present, Connelly and Clandinin have developed and 

refined narrative as a collaborative method of understanding 
L . 

teachers' knowledge in practice (e.g. 1988, 1990), and teachers' 

knowledge as it develops in their professional knowledge contexts 

(e-g. 1995; in press). In the work of many of Connelly's graduate 

students (e-g. Bell, 1991; Conle, 1993; Enns-Connolly, 1986; He, 

1998; Li, 1998) , narrative is also being developed as a means of 
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understanding experience and knowledge across linguistic, 

cultural, educational, and social boundaries. 

My narrative research is further positioned within the developing 

tradition of educational research on teacher knowledge (see 

Fenstemacher, 1994a for a discussion O£ the three major research 

programs on teacher knowledge, one of which is Connelly & 

Clandinin's program). My inquiry is situated within the context of 

the Comelly and Clandinin research program on teacher knowledge 

that began with teachers' persona1 practical knowledge studies 

(1986, 1988, 1990), and continued with teachers' professional 

knowledge landscapes (1995, in press). Originally, they pursued 

their research by looking at teachers' persona1 practical 

knowledge (Clandinin, 1986), that is knowledge derived £rom 

persona1 experience. This view of teachers as knowledgeable, 

knowing persons is integral to my inquiq. The concept of persona1 

practical knowledge is important in my understanding the 

experiences of rny participant, P m ,  as will be seen in chapters 

eight and nine. Persona1 practical knowledge encompasses 

experience, action and intention. Personal practical knowledge is: 

a term designed to capture the idea of experience in a way 
that allows us to talk about teachers-as knowledgeable and 
knowing perçons. Persona1 practical knowledge is in the 
teacher's past experience, in the teacher's present mind and 
body, and in the future plans and actions. Persona1 practical 
knowledge is found in the teacher's practice. It is, for any 
one teacher, a particular way of reconstructing the past and 
the intentions of the future to deal with the exigencies of a 
present situation (Connelly & Clandinin, 1988, p. 2 5 ) .  



In my work 1 explore multicult~ralis~ from a narrative 

perspective. Perhaps, after reading the above piece, you might 

still ask "why narrative?". After all, there are multiple ways to 

approach multiculturalism (see Banks & Banks, 1995, for sorne of 

the ways it can be studied), many of which have gained currency 

recently (e.g. critical Black feminist analysis, Collins, 1990, as 

used by Gloria Ladson-Billings, 1994). There are many reasons why 

1 chose narrative, some of these were explored in the previous 

chapter and above. Most importantly, for me, narrative has at its 

heart an awareness of humanity, a sensitivity to uniqueness, a 

philosophical compatibility with multiculturalism, that makes thern 

ideal to pair together in an inquiry. Narrative is about how 

people experience their lives, how they interact, how they shape, 

and are shaped by, the contexts in which they live and work. 

Building on the work of John Dewey (e .g. 1938) , Joseph Schwab 

(e.g. 1970; in Westbury & Wilcoff, 1978) and Michael Connelly and 

Jean Clandinin (e-g. in press) , among others, as well as my own 

research, narrative has, for me, a close-to-life, intimate 

quality, a reflective, reflexive quality, a flexible, fluid 

quality, and a contextualized, historicized quality, that enables 

inquirers to explore and portray the shifting, evolving, often 

paradoxical nature of experience. Narrative is about understanding 

the complexities of experience, honouring the subtleties of 

experience, and understanding the dynamics between individual 

experience and contexts that shape experience. Narrative reaches 

out to the past, is rooted in the present, and turns an eye to the 

future; narrative 

and interactions. 

evolves with changes and shifts in tirne, place 

Narrative, as both phenornenon and fom of 
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inquiry, is a perspective that provides illuminating ways of 

viewing the world. 

Philosophical Orientations to Multiculturalism 

Multiculturalism, as 1 study it, research it, and mainly as 1 

experience it, extends beyond much of what 1 read in educational 

literature. For me, multiculturalisrn is about the world as we live 

it today; it is about human interactions and human relationships, 

and about the history of human interactions and human 

relationships, it is about the possibilities of how we might 

interact and relate now, and our intentions in the future. 

Multiculturalism is about understanding that there are multiple 

ways to interact and relate, there are multiple ways to view the 

world; it is about respecting, honouring, and learning £rom these 

differences. Multiculturalism aims at the heart of understanding 

questions that perplex us in education (and other disciplines) 

today, questions about truth, and telling or not telling, 

questions of morality, and doing or not doing, questions of 

knowledge, and knowing and not knowing. 

Multiculturalism is about questions of diversity, and how to 

respond to diversity, and whose obligation it is to respond. 

Multiculturalism rings with a hollow sound to some, many of whom 

are loathe to change established ways in education (e.g. Glazer, 

1997); multiculturalism also rings with the sound of hope, 

possibility and agency (as called for by Grant & Tate, 1995, p. 

161), and with the sound of joy and learning with, and from, 

diversity (e-g. Delpit, 1995; Paley, 1978). 
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Building on work done in multiculturalism by philosophers such as 

Martha Nussbaum (1997), Charles Taylor (1994), Maxine Greene (e.g. 

1969, 1988, 1993, 1995) , and Martin Buber (1958) among others, as 

well as ml( own research, multiculturalism, for me, is about how we 

experience our lives in todayfs increasingly complex societies. In 

my work 1 incorporate ideas £rom Martha Nussbaum (19971, in 

particular her notion that a multicultural orientation is one that 

encourages learning £rom diversity which promotes the development 

of al1 humans, what she calls the development of "woxld citizens". 

Her term "the narrative imagination", meaning the ability to 

imagine ourselves in the shoes of others, an important notion in 

cultivating future world citizens, bas helped me think about the 

role of literature, art, and poetry in multicultural education. 

Charles Taylor (1994) contributes to my understanding of the 

debate on multiculturalism by relating it directly to the Canadian 

context, in particular to Québec. He opens up the discussion on 

multiculturalisrn to an examination of the implications of 

recognizing collective over individual rights. These ideas were 

useful in helping me think about Bay Street School's story of 

multiculturalism and my participant's practice of 

muIticulturalisrn. 

Maxine Greene's work (1993) opens up possibilities of new ways to 

think of multiculturalism. For her, multiculturalism is about 

human relationships, and ways of expanding community to 

incorporate diversity. This can be done through genuine human 

interactions. "It seems clear that the more continuous and 
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authentic persona1 encounters can be, the less likely it will be 

that categorizing and distancing will take place" (p. 13). This 

categorizing also relates to placing people within defined 

cultural categories; we can not know someone solely by their 

cultural background- For Greene, authentic encounters can also 

take place through active acts of imagination. This relates to 

Nussbaum's work as well (1997). Through genuine encounters and 

active acts of imagination we can begin to understand others and 

broaden and deepen our notions of community. 

1 also incorporate insights growing out of the work of philosopher 

Martin Buber. In particular, using an expanded sense of Buber's 

term "community of otherness" (1958), a narrative approach to 

multiculturalism is, for me, about relationship, a certain kind of 

relationship; at the heart 

empathize, the capacity 

related to that person, 

differences. 

of this relationship is the ability to 

attend to another person, and 

spite of what might be great 

In my work 1 incorporate ideas borrowed from anthropology, 

particular the work of Mary Catherine Bateson. Heu term 

"peripheral vision" (1994) has helped me to understand the 

in 

idea 

learning from experience of other cultures, and across cultures, 

and how we can use difference to facilitate new ways of knowing 

(Goldberger, Tarule, Clinchy, & Belenky, 1996, also examine this 

idea). Bateson says that we can use past and present encounters 

with other cultures to help develop the ability to see things from 

more than one 

( e , g .  Geertz, 

perspective. Work 

1995; Hall, 1994) 

done by other 

has helped me 

42 

anthropologists 

unders tand 



multicultural methods and the role of writing in research (also, 

Clifford, 1988). 

Multiculturalism is about the worfd we live in, it is of the 

world, it is about how this world is changing as diversity shapes 

the countries and cities in which we live, the places in which 

live and learn, ~uiticuituralism is about how we are shaped 

this changing world, and it is about our responses to these 

changes now 

perspective 

changes and 

and in the future. Multiculturalism, 

that provides an illuminating way to 

view Our world. 

Narrative Multicul turalism 

for me, is 

unders tand 

In my work 1 build on work in narrative ( e . g .  Connelly & 

Clandinin, 1990), work in philosophy (e.g. Nussbaum, 1997), 

work in anthropology (e-g. Bateson, 1994). Building on work 

these 

and 

done 

in narrative, in philosophy, in anthropology, and in education 

(see e.g. Delpit, 1995; Hampton, 1997; Paley, 1979) for culturally 

based educational research and writing), and incorporating 

insights £rom my own research, 1 have developed a notion of 

inquiry with a narrative approach to understanding rnulticultural 

phenornena: narrative multiculturalism. 

~arrative multiculturalism is my tem for an inquiry with a 

narrative approach to understanding multicultural phenornena. For 

me, a narrative approach to multiculturalism is one that 

acknowledges the continuity and history of experience of 

participants and researchers, one that looks at the contexts in 
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which people live and work, one that aims towards understanding 

people in a rapidly changing, modemizing world. Narrative is 

philosophically compatible with multiculturalism. A narrative 

approach, one that develops understandings £ r o m  an experiential 

perspective, evolves from an on-going, negotiated construction of 

understanding between researcher and participants, honours the 

histories of participants and the communities in which they live 

and work, and is philosophically compatible with multiculturalism 

(see the work of Ming Fang He, 1998, for a recent example). 

Narrative multiculturalism is more than understanding from a 

scientific point of view. It is more than understanding £rom an 

established, often pre-established, theoretical position. It is 

more than "data" collected by a detached researcher. Narrative 

multiculturalism is more than being certain about what 1 know. It 

is about not knowing, purposefully rnaking myself vulnerable to not 

knowinç; it is about surprise, bewilderment, and dilemmas, and 

learning with and £rom thern. Puzzles and strangeness, concerns and 

tensions, unanswered questions and wonders fueled my inquiry. 

In my research with P m  there were moments of bliss, a sense of 

dissolving of boundaries and borders, a blurring O£ persona1 space 

that was sensuous. Narrative multicultura~ism is about bliss, it 

is about understanding from feelings and motions, it is about 

love, joy, intuition. Narrative multiculturalism is about the 

passionate participation of a committed inquirer in the act of 

knowing. It is about understanding £rom literature, art, music, 

film. It is about understanding £rom every-day experiences, from 

àreams, £rom reflections. Passion, ardor, and desire, imagination, 
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aesthetics and creativity, empathy, compassion and cornmitment, 

infuse my inquiry. Narrative multiculturalism is about cultivating 

intuitive, empathetic, compassionate ways of being in relationship 

with others, attempting to understand this relationship, and 

expressing this relationship. Narrative multiculturalism is about 

community, learning with and £rom it, acting on issues raised 

within it. Cornmitment to social justice and equity fan the £lames 

of passion in rny inquiry, and propel my inquiry forward. 

In my research 1 think of multicultural phenomena in narrative 

terms, and adopt narrative methods to study this phenomena. In 

short, narrative multiculturalism is both phenomena and method. In 

looking at multiculturalism narratively there is a coalescence of 

experiential, relational, contextual, and cultural aspects O£ the 

inquiry, that, 1 believe, has potential to provide new 

perspectives on understanding multicultural phenomena. 

Mu1 t i c u l  t u r a l  Education Research Li terature: Immigrant and 

M i n o r i  ty Teachers 

My interests in multicultural education arise from my experiences, 

and are informed by the literature in narrative and 

multiculturalism 1 have used to develop understanding in this 

inquiry. These interests are also framed by my reading of the 

multicultural education research I.iterature, some of which 1 

referred to above and sorne 1 re£erred to in the previous chapter. 

In this inquiry 1 feel that I not only developed a more in-depth 

understanding of multiculturalism, but that 1 also gained a better 

understanding of the role of theory in research (see chapter six 
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"Becorning it Narrative Inquirer in a Multicultural Landscape", and 

chapter eleven "Narrative Multiculturalisrn" for an in-depth 

exploration of this topic) after engaging in inquiry in Bay Street 

School, and in writing in, and on, the inquiry. 

When 1: began this inquiry 1 had notions that came partially £rom 

my experiences of teaching, travel and living abroad, and 

partially from reading the research literature on mu~ticultural 

education, particularly the literature on why there is the need 

for more immigrant teachers in the school system. In retrospect 1 

realize 1 

immigrant 

must have thought 1 knew what was 

students, even though that was an 

needed to teach 

overall purpose of the 

inquiry in which 1 was supposedly engaged. Now 1 find 1 am more 

puzzled than 1 was when the inquiry began, less certain, less sure 

of the answers to my questions. 

As there is a dialectic tension between experience and context 

that infomed the inquiry, there i s  a similar dialectic tension 

between the philosophical theories and the multicultural 

educational theories that infomed the inquiry. At first 1 did not 

view it as a tension; 1 saw the philosophical and rnulticultural 

educational research theoretical positions as separate, and of 

different realms of understanding. Then they came into 

in P m ' s  classroom in Bay Street School, 1 was shaken, 

provoked. Eventually the tension became productive for 

collision 

dis turbed, 

engaging in 

thinking about multiculturalism. This tension never entirely 

disappeared, and at the moment of writing this chapter, remains 

unresolved. Perhaps, as in experience and context infonning each 



other, the philosophical perspectives and the multicultural 

educational research perspectives provoke and inform each other. 

In the followiny section I "listu some of the literature that 

framed, corralled, my thinking, as 1 came into Bay Street School 

and met Pam. 

A "Good" Teacher of Immigrant and ESL Students Teaches Culturally 

R e 1  evan t Pedagogy, Doesn ' t She ? 

A "good" teacher of immigrant and ESL students teaches 

culturally relevant pedagogy (Ladson-Billings, 1994), doesn't 

she? 

A "good" teacher of immigrant and ESL students puCs culture at 

the forefront of her teaching (Su, 1996a), doesn't she? 

A "good" teacher of immigrant and ESL students is more willing 

to embrace multicultural education (Su, 1996a), isn't she? 

A "good" teacher of immigrant and ESL students can be a good 

role mode1 for immigrant students (Graham, 1987), can't she? 

A "good" teacher of immigrant and ESL students has had the 

experience of being an immigrant, or is a minority, or, if not, 

then like me, she has had the experience of living in another 

culture or other cultures, learning other languages, and this 

makes her more empathetic to minority and immigrant students 

(Su, 1996a), doesn't it? 

A "good" teacher of immigrant and ESL students is very loving 

towards immigrant children, and is a comunity activist 

(Phillion & Singh, 1997), isn't she? 



A "good" teacher of immigrant and ESL students can help minority 

students adapt to Canadian culture (Beynon & Toohey, 19951, 

cdn't she? 

All students benefit £rom exposure to minority teachers from 

diverse cultural backgrounds (Banks & Banks, 1989; Graham, 1987; 

NEA Report, 1996; Shapson, personal communication, June 19, 

1 9 9 6 1 ,  don't they? 

Minority teachers can help prepare al1 students for the 

multicultural workplace and global economy of the present and 

future (Searles, persona1 communication, June 19, 1996), can't 

they? . 

Minority teachers can benefit the education system as a whole 'Dy 

opening up the discourse in teacher education to diverse views 

(Su, l W 6 b ) ,  can't they? 

When 1 began to do research in Bay Street School in Pam's 

classroom 1 knew the answer to al1 those questions on the list. 

The answer was a resounding, unequivocal, very loudly shouted, 

"Yes!" .  1 had these questions in my mind, prepared, like a script, 

for Pam to follow. After all, it worked for me as a teacher. I was 

a "good" teacher, wasn't I? It was what 1 personally and 

professionally believed in, and perhaps, at that time, even more 

irnportantly, a yes answer to al1 those questions was supported by 

a strong research base. 1 had built up to this for a good part of 

rny life, and explored these issues in most of my research. 

C a n  you imagine my shock when 1 began to realize that Pam did not 

follow my script? Perhaps you could Say to yourself that when you 



engage in an inquiry you do not bring a script with you for your 

participants to "read" , "rnemorize" , and "act" . But, as I ref lected 
on rny relationship with Pam, as you will see in chapter six, 1 did 

just that. As the literature fenced in my thinking, 1 attempted to 

fence in P m .  Pam was a "visible minority", Black, immigrant. 

Surely she would follow the visible rninority, immigrant teacher 

script' 1 and others have been crafting? The answer to that 

question was a resounding No. This is when the struggles began, 

this is when the dilemmas sur£aced. This is when I put my values, 

rny beliefs, my ways of thinking, and my every-day way O£ engaging 

in l i f e  under scrutiny and threw them into question. This is when 

issues of what it means to be teacher, learner, researcher, world 

citizen surfaced. This is when 1 began to question established 

ideas of multicultural education. 

This is when the inquiry began. 



' Anthony Appiah (1994) has a mcst enlightening discussion of the notion of 
scripts, what he describes as "narratives that people can follow in shaping 

their life plans and in telling their life storiesa (p. 160). He argues that 

'it matters to people that their lives have a certain narrative unity" (p. 

160, but that these cari also be disabling to people when they are not treated 

wirh dignity (as Blacks, homosexuals, Catholics and so on might be) because of 

these collective scripts. He continues to Say that in those cases it is 

important to take these scripts and reshape them, to construct positive life 

scripts (as 1 see hornosexuals doing for example). 

What Appiah questions is what happens with these more positive life scripts. 

Do they become tightly scripted identities people are conscripted into? This 

is a puzzle for me as it relates to the literature on minority and immigrant 

teachers. Are their identities, even within these positive scripts, too 

tightly scripted? As Appiah says of himself, he does not wish to organize his 

life around his "race" or his sexuality. Nor did Pam want her life organized 

arotmd race, gender, ethnicity, or immigrant status. What a learning 

experience for someone like me! 



Part Two: The Multicultural Landscape of B a y  Street 

School 

Chagter III 

The Contours of the Physical Landscape 

of B a y  Street School 

Inquiry Terms: Place 

Place is a term used in narrative inquiry "which attends to the 

specific concrete physical and topological boundaries of inquiry 

landscapes" (Clandinin & Connelly, in progress) . You might ask 
yourself, as I did, how does attending to the physical landscape 

contribute to understanding in educational inquiry? 1 initially 

thought that in creating a setting for the writing that follows 

that you, the reader, would have a vivid sense of place, the stage 

would be set for understanding life in the school and the 

classroom. As 1 wrote 1 also imagined that you, too, would be 

drawn into the inquiry as 1 was drm into the school, seduced by 

the contours of the landscape. 

1 believed that there was much to be learned £rom up-close, 

intensive observations; 1 wanted cornplete immersion in the 

landscape, so much so that for several months I tried to rent an 

apartment there. 1 visited the school two or three times a week 

for the first year, in the second year 1 visited once a week as 

well as attending special events. 1 also visited the community at 

night and on weekends, had dimer, went shopping, walked the 
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perimeters of the draw area of the school, read books in the park, 

and took photographs. In immersion in this landscape, in thinking 

and writing about and photographing this landscape, 1 discovered, 

as 1 hope you do, that the qualities of the physical landscape 

resonated in the school, rny participant P m ,  her practice, and 

students in the class. 

The physical landscape, and the attributes of the landscape, are 

one dimension of a narrative inquiry. Place denotes the specific 

boundaries of the inquiry landscape and sets the stage of the 

inquiry. As such it is one context 1 explore to make meaning in 

this inquiry. Consider the definition of the word context: [Latin, 

contextus, woven together], those parts of a discourse, book, 

written or printed article etc., which are closely connected with 

any special sentence or word, and which should be taken i n t o  

considera t ion in determining i ts meaning. (Winston dictionary, my 

emphasis). Continue the search for understanding the meaning of 

context and look at the etymology of the word (Dictionary of Word 

Origins, 1955) that is, its root, history, and growth, and you 

will have a sense of the implications of my use of this word. The 

root of context is "text": the printed word used as a basis for 

discussion, the tissue or web stitched together to make meaning. 

Field texts created in the physical landscape are the basis for 

determination of meaning, the context for enabling me, and also 

you, to understand the situatedness of what 1 have to Say, what my 

participant has to Say, and what school people have to Say. In 

other words 1 weave together place and other dimensions of 



narrative inquiry, time and interaction, as the fabric of the 

inquiry and the basis for my interpretations. 

In describing the physical landscape, as well as creating a 

context (in the complexity of Lts meanings) for the inquiry, I 

foreshadow events that become integral to the plot of the story, 

and introduce you to some of the characters that appear and 

reappear in the following pages. some do not have speaking roles 

but are present in the shadows, some have minor parts to play, 

some have major roles; al1 contribute to the evolving story and 

al1 contribute to understanding. You will learn more about these 

characters, and meet new ones, as the story develops. I also begin 

a narrative of the inquiry itself, and touch upon some of the 

puzzles and perplexities that emerged and continue to emerge. 

addition, methods used in the inquiry become apparent. 

The Cornmuni ty Landscape 

One way to bring the physical landscape alive is to invite you, 

the reader, to travel with me by imaginatively participating in an 

excursion to Bay Street School and the suxwounding neighbourhood. 

This excursion is a composite based primarily on rny first visit to 

the school on November 27, 1996, with Michael Connelly (Mick 

throughout rnost of this writing), and a two hour tour that one of 

the community workers, Jeanette, did with our project team on 

September 18, 1997. Although at the time of her tour 1 had already 

been at the school for ten months, it was a vivid experience. 



To create this research text I edited the field notes 1 wrote of 

the initial visit and tour, suppfemented with field texts written 

at other times during the research (see Appendix IB for field 

visit dates, journal entries, theoretical memos, and other writing 

on Bay Street School), and used material £rom interviews with 

long-time teachers in the school (also see ~ppendix IB for 

interview dates). An additional source, one that allowed for a 

more playful, imaginative, and ultimately more provocative 

exploration, was the photography that I did in the community and 

around the school, much of it done in non-school hours. As in 

travel experiences, these photographs became important memory 

records for me. As 1 reflected on the photographs and slides 1 

took of the comrnunity landscape I became aware of sharp contrasts, 

even contradictions, present in the landscape. A poem created £rom 

that perspective is included at the end of this account. The 

contrasts and contradictions of the landscape hinted at in the 

poem echoed witbin my experiences in the school and in my 

participant, Pamf s, class. 

To enable you to feel as though you are along on the excursion 1 

have situated it, whenever possible, in the narrative present; 

however, the text is interspersed with reflections £rom multiple 

time periods, including interpretive comrnents from field notes of 

the first visit. These are addressed as asides to the text using a 

different font. These asides reflect my imermost thoughts, some 

are difficult, even painful to reveal, some are filled with 

dilemmas that appear and reappear, some are contradictory to other 

parts of the text. As asides they are to be read in a whisper, 

borne thoughts can not be articulated, even in the softest of 
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whispers) - They often do not reflect well on me; however, they 

provi.de glimpses into the heart and mind of a researcher you will 

corne to know well, one who is brimming with assumptions, who is 

judgmental, who struggles every step of the w a y .  The asides 

intentionally disrupt the smooth flow of-the piece, and hint at 

the fragmented nature of research and the predicament of writing. 

A Tour of the Community 

On this Eirst visit 1 feel so apprehensive about the school and my 

participant. 1 remember that a social worker told me that Victoria 

Park is a dangerous area. Getting off the subway Mick and 1 walk 

d o m  a street littered with pieces of paper and other debris. The 

stores in this part of Chinatown haven't opened yet. People are 

sleeping over a grate in piles of clothes, rnountains of plastic 

bags beside thern. In the freezing late-November air, several men, 

some of them Native, coughing and wheezing, hold their hands out 

for change. As we walk along 1 see people sweeping the streets 

outside of stores, pushing paper, fruit peels, and cigarette butts 

into the gutter. Children with backpacks, holding their mothers' 

hands are on their way to school. We walk by the Day Care Centre, 

a small Black child is holding hands with an Oriental child as 

they play a game together. 

It is hard t o  imagine tha t  a f e w  blocks  away the f inancial  
d i s t r i c t  i s  a l s o  waking up. O n l y  the people a r r i v i n g  there 
w i l l  n o t  neces sar i l y  look l i k e ,  a c t  l ike ,  o r  s m e l l  like those 
i n  this par t  of t o m .  I am surprised tha t  t he re  i s  s o  much 
l i  t t er ,  aren't people w i l l i n g  t o  place the refuse i n  cans? 
Then again,  why  a r e  there  so few cans? I f e e l  so sick t o  my 
stomach, what will the  school be l i k e ?  W i l l  I be able t o  f ind  
an immigrant part ic ipant?  I r e a l l y  hope I can work w i t h  a 
woman o f  colour.  (interpretive comments, November 27, 1996) 



Other than the lack of cleanliness the area doesn't look that 

rough. It doesn't look like any place that I wouldn't live, and it 

doesn't look like many other places 1 have been. In fact 1 am 

really attracted to the neighbourhood. 1 am attracted to the 

mixture of businesses, restaurants, coffee shops, drugstores, and 

hairdressers. As 1 look down side streets 1 see beautifully kept 

houses with lacquered doors and stained glass windows interspersed 

with run down, neglected houses. People around me are speaking 

many different languages. 1 absolutely love it. We continue 

walking towards the school. 

The p l a c e  is c h a o t i c .  I am o v e m h e l m e d  by n o i s e ,  c o n f u s i o n ,  a 
barrage  o f  languages 1 donf t unders tand .  I t  i s  hard tu walk 
f a s t ,  why a r e  peop le  t a k i n g  up the whole s idewalk? Some o f  
the s m e l l s  make me feel a l i t t l e  ill. I do  not recognize a 
lot of  the food on d i s p l a y .  (reflective writing on 
photographs, August 18, 19971 

Bay Street School is nestled in one of the most multicultural 

neighbourhoods 1 have ever experienced. We walk dom one of the 

major streets near the school, both sides have a large number of 

stores and businesses, art galleries and curio shops reflective of 

the complexity and diversity of Toronto. There are signs in 

Vietnamese, Chinese, Korean, Portuguese , English and more. There 

are advertisements for restaurants £rom almost every culture 1 

have heard O£ and ones that 1 had never heard of also. There is a 

lively, exhilarating atmosphere. 

This is the k i n d  of  area I want t o  d o  r e s e a r c h  in,  d i v e r s e  i n  
every way. I hope m y  p a r t i c i p a n t  is l i k e  t h i s ,  too. I hope  
she (?)  w i l l  be from one of the A s i a n  c o u n t r i e s ,  I r e a l l y  
want a p a r t i c i p a n t  who had to l e a r n  ESL, I a l s o  hope she is a 
strong proponent  o f  programs that f e a t u r e  cul ture  I f  the 
k i d s  are  a n y t h i n g  l i k e  the ones 1 see on the Street, she w i l l  
be a real role  mode1 f o r  them. 1 think i t  i s  important £or 



teachers  t o  be r e a l l y  involved  i n  the community a s  we l l  . I 
hope m i n e  i s .  (interpretive comments, November 27, 1996) 

Off to one side of the school there is a large market, this market 

has changed as the neighbourhood dernographics have changed. It 

used to be reflective mainly of Jewish culture, now it is a very 

multi-ethnic market. It also has a strong feel of being located 

sometime in the sixties. There are clothing stores selling vintage 

apparel, record stores selling old albums, health food restaurants 

with psychedelic signs. Al1 this makes me very nostalgie for the 

culture of the sixties which seems to be presenred in small part 

in this neighbourhood. 

mat r e s i d u e  o f  h i p p i e  c u l t u r e  do I cherish t o  this day? I am 
r e a l l y  open, accepting of d i f f e r e n c e s ,  w i l l i n g  t o  l i s t en  t o  
a l 1  s i d e s ,  hear  a l 1  perspec t i ves .  1 think this w i l l  serve me 
in  good s t ead  a s  I engage in  this research .  (xe£lective 
writing on photographs, August 18, 1997) 

Closer to the school the area suddenly opens up, 1 feel like 1 am 

movhg from the bottom of a funnel. It Is large and very clean. It 

is surrounded by a park with huge old trees, benches, squirrels 

and birds, adjacent to a community center. We are early, so we 

rnake a full circle around the school. The windows are decorated; 

Mick comrnents that in the past this caused the vice principal to 

be concerned that it was not very "professional" to look like 

that. I can see the windows filled with children's art, coloured 

plastic tubs ,  and crawling plants. 

Several weeks l a t e r  m y  par t i c i pan t ,  P m ,  s t i l l  has the same 
display i n  her window.  Why isn ' t i t  changed more o f  ten? 
Ac tua l l y ,  as I look a t  this side o f  the school ,  a l 1  the 
windows look in  need o f  a f a c e - l i f t .  (field notes, February 
27, 1997) 



Mick is reminiscing about the way the school looked in the years 

that he and Jean were doing research there. He mentions that the 

parking lot has been relocated, the large, broad walkway where we 

are walking took its place. He points to the community centre 

where the students went for their swimming lessons. 1 am aware of 

a sense of history and continuity: This is Bay Street School where 

~ i c k  and Jean have spent years of their lives and done much of 

their writing. 1 have a sense of belonging to something that is 

more than simply my pro ject . 

I am nervous and apprehensive about be ing  i n  a school t h a t  
means  so much t o  Mick and Jean. Maybe I should have chosen a 
s i te  tha t  had no par t i cu lar  attachment f o r  them- 
(interpretive comments, November 27, 1996) 

We go to the parenting centre to meet our "guide", Jeanette, and 

are introduced to another community worker. We walk out of the 

school and head towards the Community Centre. When we arrive at 

the corner Jeanette points out the boundaries of the school. I 

have paced those boundaries many times and still feel wonder at 

how diverse it is. We ask about kids who might want to come to the 

school from outside of the district. She says you are supposed to 

only come £rom inside the district, however they donrt refuse 

parents who ask to have their children attend the school. 

W i  th the  dec l in ing  enrollment ,  no wonder t here  are k i d s  
allowed i n t o  the  school from outs ide  t h e  area.  When t h e  
Cathol ic  school was b u i l  t ,  i t took s o  m a n y  k i d s  away. I 
wonder why? 1 doubt t he re  were that  many Ca t h o l i c  kids. Mhat 
i s  t h e  reputat ion o f  Bay Street School in t h e  community? 
(reflection on interview of April 15, 1997) 

A n  ESL teacher who works w i th  adu l t s  teaches  i n  t h e  school .  
H e  t o l d  a person on m y  p ro j ec t  that  t h e  school has  a 
repu ta t ion  o f  being one f o r  troubled k i d s .  Many of the 
parents  he teaches would no t  want t o  send t h e i r  ch i ldren  
there  . 



Pam t o l d  m e  t h e  school used t o  be m o r e  influenced by drugs. 
(field n o t e s ,  F e b r u a r y  20,  1997) I see a d i s p l a y  of "No 

needles" paintings opposi t e  a Grade one-two c l a s s .  (field 
no te s ,  ~pril 9 ,  1997) 

We stop and look at a medical clinic on the corner- There is a 

program in this clinic that has doctors going into the community 

rather than staying where they are- Some of the comrnunity people 

either donft know where the clinic is, or don't feel cornfortable 

going there, so doctors go out into the community. Bay Street 

School has developed curriculum for cross-cultural training of 

doctors. Jeanette tells us about a doctor who came to the school 

sometimes and had a clinic. It wasnft.really al1 that successful, 

it wasn't a productive use of the doctor's time because she would 

just see one or two patients during the day. They are 

medical outreach frorn the school to the doctors, £rom 

to the school, and both of them into the community- 

working on 

the doctors 

h%o is t h e  "they" who worked on that curriculum? I thought 
schools taught  children. This school a t tempts  t o  reach ou t  t o  
a l 1  people in t h e  cornmuni ty.  They have news le t t e r s  in 
d i f f e r e n t  languages, school n o t i c e s  are  t rans la t ed ,  and 
i n t e r p r e t e r s  a r e  provided for t h e  parents .  At one curriculum 
n igh t  I no t i ced  tha t  i n t e r p r e t e r s  were holding up s i g n s .  The 
principal i n s t r u c t e d  parents t o  j o i n  t h e i r  language group. No 
one moved. (field notes, October 9, 1997) 

The next stop on the tour is the Community Centre. Before we go 

inside the community centre Jeanette points out the garden off to 

one side with large sunflowers growing up a wall. They also grow 

vegetables , herbs and f lowers 

plans to expand and develop a 

fundraising initiative. 

that they dry and sell. 

rooftop garden. This is 

There are 

part of the 



Government cutbacks are f o r c i ~ g  people t o  grow herbs t o  sel1 
for fundraising.  1 wonder what other i .n i  t i a t i v e s  they have in  
place? (reflections on tour of September 18, 1997) 

During the tour of the inside we see the auditorium where 

community meetings are held, and outside the auditorium a stage 

where some school performances take place. We see an area where 

Bay Street and other schools in the district display their art 

work. The snack bar is privately run by somebody who is conscious 

of the amount of rnoney that people in the community have and keeps 

the prices dom. We go to the library where ESL classes are held. 

Through closed doors we see classrooms where two alternative 

schools run programs: One is an alternative school mn without 

the help of Bay Street which is for street kids, the other is a 

chronic non-attendance program held in conjwiction with Bay 

Street. Jeanette refers to being able to count the non-attendance 

program students as part of Bay Street's attendance as a "perk". 

Much l a t e r  ï visit the "chronic non-attendees" program. 
I ronica l ly ,  i t i s  with a tour  of Egyptians who w a n t  t o  see a n  
example of  a "small school". The chi ldren  look ord inary .  The 
teachers ,  there are two of them and eight students,  look 
t i r e d .  The room i s  hot ,  a couch is s p i l l i n g  stuffing. (field 
notes, May 26, 1998) 

We also see the beautiful swirnming pool that is 15 to 20 years o L d  

and in need of major repairs. There is an emergency child-care 

centre at one end of the building. If parents canft cope they can 

bring their kids there. If parents suddenly have to go out and 

look for a job they can leave the child there but it isnft a 

regular daycare. It costs $5 a day. 



Jeanette speaks about the staff that works at the community 

centre- nile they are trying to do their normal jobs they also 

have to give help to the transient population, a lot of whom are 

made up of psychiatric cases. The staff has been "trained". They 

have been given various workshops to help them deal with this 

situation. Jeanette knows so m a n y  people. She says hi to al1 the 

staff. She runs over and lets a woman in the door. She talks to 

another woman in the hallway. 1 get a sense of Jeanette being 

within an interconnected web of community, school, people, kids, 

activities, programs, al1 being played out within her own l i f e .  

More evidence o f  government cutbacks.  I wonder if m a n y  o f  
them corne and s e e  t h e  r e s u l t s  o f  what these cutbacks  mean. 1 
think o f  m y  husband, who was i n  school for y e a r s  t o  l e a r n  how 
t o  deal  w i th  p s y c h i a t r i c  popula t ions ,  whereas t h e  s t a f f  here 
have been given a f e w  workshops. 

I am really puzzled by J e a n e t t e ' s  r o l e  i n  t h e  school .  Does 
she  b r i n g  the school programs t o  t h e  community, o r  does she 
bring the community t o  the school? Who does she work f o r ?  Why 
does t h e  pr inc ipal  take  s o  much of h e r  time w h e n  she is 
o b v i o u s l y  valued i n  the community? (ref lections on tour of 
September 18, 1997) 

Pam questions what J e a n e t t e  does in the school .  (field notes, 
June 25, 1997) 

It looks like a multipurpose, multi-use community centre. It 

fuLfills a function in having classes, sports, a place for people 

to sit and talk, and the emergency daycare. The people are 

reflective of the diversity outside the centre. Jeanette gestures 

towards a room and says it was heu office at one tirne but the 

principal took up so much of her time she didnft spend that much 

time there. The fees are about $15 £or a family to jo in  for the 

year, individual courses are about $20. As we walk out the door 

there is a notice about anti-racist policy: protect your rights 



and infonn people about infractions based on culture or race or 

religion. Mick says to Jeanette that before there seemed to be 

more of a multicultural focus, now there seems to be more of an 

anti-racist focus. 

I wonder how this  w i l l  work in  my research. 1 have  such a 
"sof t " mu1 t i c u l  t u r a l  £ocus, so much cri t i c i z e d  by f r i e n d s  who 
are  an  ti -racis t educators , 

We leave the community centre and come into an alleyway of 

immaculately kept little homes with no grass around them 

whatsoever, neither a front yard, a back yard, nor a side yard, 

fronting directly ont0 the street. Jeanette says that some of the 

students come frorn this area; these areas are, for her, examples 

of some of the dilemmas that we have in our practice. She says we 

tell students to go home and f ind a quiet place and a good light 

to do their homework. In these tiny homes there are no quiet 

spaces for students to do their homework. Bay Street School is 

developing after-school programs to address this issue. 

Bay  S t r e e t  School has  so many programs, yet how can i t  meet 
al1 the n e e d s  of the k i d s ?  P m  feels  s t r e t c h e d  a l i t t l e  
further each tirne t h e  principal establishes a new program to 
meet t h e  n e e d s  of t h e  community. She says, " m a t  about the 
needs of t h e  teachers?" (field notes, June 25, 1997) 

There is a long walkway between the community centre and the 

school where one tirne the parking lot used to be. Jeanette tells 

us that there had been huge trees there a few years ago. There had 

been a lot of drug dealing and partying under the trees so they 

had cut them dom and put bright lights in there. 1 ask her where 

the drug dealers have gone. She gestures vaguely and says, 'Over 

thereM- 1 wonder, where is over there, still in the neighbourhood? 



Before we went t o  a drug awareness puppet play, D ta lked 
about the  need for  this kind o f  a program in  this kind o f  a 
school.  H e  sa id  that  there  were some cases where this would 
not  be so b u t  the  kids here w e r e  very  much aware o f  drugs and 
alcohol . Several years ago there  had been a l o t  of need les  on 
the playground, there were often used condoms, and wine 
b o t t l e s .  The k i d s  would f i n d  needles  in the school yard a t  
recess. They would see people s e l l i n g  drugs- They would 
probably even know people tha t  were s e l l i n g  drugs. H e  sa id  
t h a t  this had changed r e c e n t l y -  I think back t o  one staff 
meeting where there was a heated debate about the problem of 
the banana peels  thrown on the  ground by students from t h e  
cont inental  breakfast  program, ( field notes, February 20, 
1997) 

Jemette tells us about Stuart, Stuart was a Black immigrant from 

the West Indies in the 50's. There was a story about him trying to 

go skating on the rink that is part of the complex beside the 

pool, he had been refused permission. Stuart's descendants did get 

to skate on that rink. The rink and the building beside the rink 

are being renamed in his honour. 

I have never heard P m  mention this man, o r  anything e l s e  t o  
do w i t h  Black h i s tory .  

Straight ahead is a building that 1 have noticed many times. 

Jeanette refers to it as the "Bay Street Hotel". This is actually 

a hotel but the owner of the hotel has been persuaded to take in, 

f=>r  emergency periods of time only, families that need shelter. 

Beside that is the cooperative housing where the comnity worker 

who is very active in the PTA lives. 

One o f  the  students to ld  me she l i v e d  i n  that  bu i ld ing .  In a 
l e t t e r  t o  a pen-pal, she wrote tha t  she is Black, she hoped 
tha t  w a s  OK, because i t  was n o t  OK w i t h  some people. (field 
notes, May 28, 1997) 

We continue walking around the school to the portables. At one 

time there had been many of them, as the neighbourhood changed and 

more schools were built the enrollment declined to the extent that 
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the portables were no longer necessary. Jeanette tells us the 

playground had al1 been concrete at one time, but they ripped up 

the concrete and put in grass and a very soft track for the kids 

to run on, too. 

A teacher who h a s  been a t  the school  f o r  a long  t ime  said 
t h a t  the  demographics w e r e  changing, and people were h a v i n g  
less c h i l d r e n  s o  enrollment was d o m .  H e  sa id  t h a t  the 
learn ing  d i s a b i l i t i e s  c l a s s e s  used to be h e l d  in  the 
por tab les .  I wondered, w h y  a r e  they always o f f  somewhere 
e l s e ,  i n  the basement,  o u t s i d e ,  a t  the end o f  the h a l l .  I 
wondered if the ESL c l a s s e s  used t o  be there a s  w e l l ,  
(interview, Aprii 15 ,  1997) 

We walk further away £rom the school and go into the Metro Toronto 

Housing Authority. The day of the tour the complex is deserted. 

The parts that we walk by are attractive. 1 see some vegetable and 

flower gardens in the back and front. A small child on a bicycle, 

wearing a helmet and knee pads, careens by. 

I went t o  a p l a y  w i t h  the s t u d e n t s  and on t h e  r e t u r n  trip we 
took  a back r o u t e  t o  the school .  W e  walked through some o f  
t h e  Public Housing t h a t  I hadn ' t  seen b e f o r e .  It was 
depress ing .  There were no t r e e s ,  n o  p l a n t s ,  no f l owers ,  i t  
was a l 1  c o n c r e t e .  The c u r t a i n s  were half o f f  i n  some windows. 
There was garbage o u t s i d e ,  papers l i  t t e r e d  around. A woman 
was swearing and r e p e a t e d f y  c a l l i n g  someone ' s  name, ( field 
notes, April 30, 1997) 

We also go to the Victoria Park Community Centre, a small, quiet, 

at that time, community centre. There are notices on the bulletin 

board that there are ballroom dancing, international cooking 

classes and other activities available. A few years ago there had 

been a commuiity medical centre there but it is no longer 

functioning. We are told it had outgrown itself and moved. We 

leave the area and go back into the school. 



An Al terna t ive Perspective on the Communi ty: P h o  tographing the 

I m e r - C i  t y  School Landscape 

Now 1 would like 

after-school and 

you to experience the community landscape during 

weekend hours. This poem is a composite created 

from many trips to the 

wrote it September 25, 

other times. 1 noticed 

school in the summer and £al1 of 1997 ,  1 

1997, but revised it, played with it, many 

that by going in the evening rather than 

during the daytime, and going or, weekends rather than seekdays, 1 

had contrasting and often contradictory experiences. 

Poetry seemed a medium able to capture the discordant notes of the 

landscape, the fragmented sense of time, space and place, and the 

experiencing of this landscape as more an unevenly pasted together 

collage than smooth, seamless text. 1 hope the reader will 

mind 1 am not a poet, yet felt compelled, driven, to other 

of expression. 

keep in 

f orms 



The Inner-City Schooi Landscape 

Outside the cornmunity centre, Homeless Women 

BlackIWhite, 

murnbling, 

counting bags at thek feet. 

Framing them 

sunflowers are leaning against painted wooden walls. 

Children, s hou ting, are clirnbing bleac hed tirnber apparatus 

while a father, smoking, silently watches. 

Across the street, a temple, 

through a doorway thtee golden Buddhas. 

Spire towering, a Ukrainian church and supply store, 

next door, psychic readings "no appointrnent necessary". 

A farnily having a picnic on the "inner-city school" grounds, 

soft strains of Vietnamese music, voices, laughter. 

Slow pitch on the field, basketbail on the court, 

glowing turquoise pool, empty. 

Opposite side of the street, a crumbling hotel, 

Short, short white shorts, long jacket, high heeled Hooker 

marching, pacing with pinched Lned face 

over papers bunched and cmmbled. 

Broken windows, violent graffiti 

framing a man huddling on the steps 

of the scarred building 

bent elbows shading his face frorn my intrusive lens. 



Outside/inside the market, houses with red lacquered wooden doors, 

stained g las  windows and decorative iron fences. 

Light shading in parailel tapestry of 

teal sky, streaks of gray, mauve. 

Synagogue, barred-doored cathedra1 on the perirneter. 

Laotian, Thai, Caribbean, Indian restaurants. 

In the market, spices, pnckly fniit, 

rnounds of apples glowing, dragon eyes twisting on branches, 

Through the trees, the "inner-city school", 

Parking lot moved, oak trees cut down, bright lights illuminating walkways. 

Drug dealers gathering on other corners, banana peels replacing needles. 

Bottles and a condom on the grass, 

nearby children are phying; alone on a bench, a man is reading comics. 

A stuffed bear, approaching, saying hello, 

asking me why 1 have a carnera, and, who is that guy with me. 

The ventriloquist, a familiar face, peeking from behind, griming. 

Inside the cornrnuniw centre, an orchestra, 

South Arnerican music, the flag of Chile waving as people dance. 

Speeches, applause echoing from the Portuguese graduation party in a classroom 

filled with cakes, food, drinks. 

Outside the Homeless Women 

WhiteBlack 

sighing in the shadows, picking up the bags at their feet, 

in darkening light, 1 put my carnera away, leaving the inner city school landscape. 



Echoes and Reverberations 

The diversity, the multi-cultural, multi-ethnic, multi-linguistic, 

multi-economic, multi-era, multi-possibility, rnulti-layered 

aspects of the community 

the school. In turn this 

diversity of Toronto and 

echo inside and reverberate throughout 

school and this neighbourhood echo the 

Canada. It is as though the school were a 

microcosm of the community, the city, the country. The 

interactional flow is not one way, it is more dynamic than that. 

Programs stemming £rom inside the school also reach out 

in the community and the city; this interaction bounces 

the school. 

and echo 

back into 

Playing with the notion of echoes and the fact that the outside 

landscape is echoed inside the halls of the school, 1 recognize 

that there are obvious differences, also. The outside landscape 

around the school can be cluttered, littered, fast moving, 

paced, filled with noise, seerningly filled with chaos and 

confusion. This happens less often inside the walls of the 

fast 

school . 
The school is a softer, gentler, quieter place, cocooned within 

this bustling neighbourhood. In fact, the school is one of the 

quietest places 1 have experienced in the neighbourhood other than 

sorne of the empty churches, synagogues and temples that I have 

seen. 1 wonder about the impact of this on the students and their 

lives and their understandings as they develop inside this school. 



Inquiry Tems : Place Rev is i  ted 

Let us now return to the term "place" in narrative inquiry. Place 

is not a uni-dimensional "thing", it is not an "abject", it is a 

multi-dimensional living landscape, filled with diverse people, 

events, and interactions. The landscape can be constructed in 

different ways, depending on perspective, position, and purpose. 1 

have tried to capture this sense in writing the chapter, and iri, 

creating the poern. 

1 would like to introduce some thoughts on a more expanded notion 

of its meaning that evolved as 1 read, and as 1 wrote. 1 hope that 

in reading the previous pages you will have come to feel, as 1 

have come to feel, that the physical landscape is a presence in my 

inquiry- OfDonohue (1994) writes that without landscape there 

would be no whereness, and whereness is crucial to human identity. 

"Landscape is then a condition of the possibility of everything. 

Without landscape there would be no where, Without a where, there 

would be no thing (p. 2 ) . "  

A focus on place "which attends to the specific concrete physical 

and topological boundaries of inquiry landscapes" (Clandinin & 

Connelly, in progress) is a focus on a bounded landscape; for 

example, you have experienced an excursion around the boundaries 

of an inquiry landscape, Bay Street School. However, just as the 

walls of the school are permeated by the community, these 

boundaries are permeated by the outside culture. People rnove back 

and forth across the borders in their daily lives. Students in the 



school take trips to their native countries, they share journals 

of their experiences with teachers and classrnates (and 

researchers), and new students, from a l 1  over the world, arrive 

almost daily. Teachers of diverse backgrounds are recruited to the 

school. Literature, music and art £rom around the globe are 

explored in classes. Sailor Moon stickers, Hello Kitty pencil 

cases, Tomadachi, a craze in Japan, Hong Kong and Taiwan one day, 

are sought after items in Bay Street School the next day. 

Not only do people and artifacts cross the boundaries, so do 

ideas. Debates about immigration and multiculturalism seep into 

conversations in the school, and policies in the Board- On a grand 

scale journalists/writers/historians such as G w y n n  Dyer (1997) 

write of the globalization of cultures. Kenneth Gergen (1991) 

makes the point that who we are nowadays has less to do with us as 

individuals and more to do with us as who we are in interaction 

with others; our interactions have become more complex, varied, 

and international than ever before. We are immersed in a social 

milieu that is fast becoming saturated. The borders between self 

and other are blurred as we are inundated with information and 

ideas. On a small scale, looking at Tara and Annette quarreling 

over Sailor Moon Stickers, 1 see global culture permeating the 

walls of the school, and the lives of students in P m ' s  class. 



Chapter IV 

B a y  Street School History 

A narrative inquiry has temporal dimensions and "addresses 

temporal issues by looking not only to the event but to its past 

and to its future" (Comelly & Clandinin, in progress) - When 1 

began this inquiry, 1 assumed, as you might also have assumed, 

that 1 would look at temporality in terms of my participant's life 

history, and as stages in the inquiry itself. Little did 1 know 

that in being drawn into the physical landscape of the community 

and the school in the present, I would also be drawn into the 

past, and corne to care deeply about the future. Little did 1 know 

that in engaging in this inquiry 1 would be swept into, and become 

part of, an on-going temporal flow of multiple, converging 

narratives of the community, the school, Pam and her students, rny 

own life, and also the narrative of the long-term project begun by 

Mick a d  Jean in 1981. 1 came to feel the meaning of Clifford 

Geertz's ( 1 9 9 5 )  words that in an inquiry "it is not history we are 

faced with, nor biography, but a confusion of histories, a swarm 

of biographies" (p. 2). 

Temporality is a presence throughout the written account of the 

inquiry, as is the dimension of place (as both were during the 

research). Bay Street School, nested physically in the community 

landscape described in the previous section, is also nested 

temporally in the community. Bay Street School is part of the flow 



of places, people and events that make up the history of the 

community, the city and the country. Bay Street School is part of 

the future of the commmity, city and country. Fron archival 

research 1 have corne to see Bay Street School as an important part 

of the narrative of the history of education in the city. 

Archiva1 Research 

I created the followirig research text to temporally situate Bay 

Street School. 1 hoped that a brie£ glimpse of the past would draw 

you, the reader, into the inquiry, To create this research text 1 

used material £rom Board archives--excerpts frorn the diary of the 

first principal, a document created to mark the board's centennial 

(Cochrane, 1 9 5 0 ) ,  and a document created to celebrate the schoolrs 

centennial that contained letters £rom former students and staff 

(Webster and Burton, 1977) , excerpts £rom board meetings that 

dealt with the school and prograrn implementation in the school, 

newspaper clippings, and newsletters about new policies in the 

school. Board archives also contain blueprints of the original 

school building, photographs of the school, mainly f rom its 

earlier days, photographs of former principals, teachers and 

students, and other memorabilia (See Appendix II for a list of 

board archiva1 documents). In addition to Board archiva1 material 

1 used the extensive project archiva1 material gathered over the 

years as background material (see Appendix III for a list of 

project archiva1 material). Interviews with long time teachers in 

the school (see Appendix IB for interview dates) and conversations 

with teachers, staff, and parents supplemented archival material. 



Louis B, Smith (1994, p. 290-291) writes about the process of 

constructing and using an archive in biographical research* He 

discusses the "pools of data" (p. 291) that he found in different 

places, including the many archives of Margaret Mead. As he read 

through the letters Nora Barlow, grand-daughter of Charles Darwin, 

and subject of bis study, had written to Mead, he found no mention 

of the work that Barlow was doing. In this absence he found the 

driving question of his inquiry: who had Barlow shared her 

intellectual life with if not with Mead? He spent years answering 

that question, and in many ways it also structured the writing of 

his book. For Smith, archiva1 activity, creating an overview of a 

life, began the construction of the life. 

A related process occurred in rny inquiry. At the time of 

researching the history of Bay Street School and writing my 

dissertation, my research team m e r n b e r s  and 1 were in the process 

of creating an archive of the project. There is a massive amount 

of material in the project archives, some the same as 1 found in 

the board archives, some created specifically for the school and 

board, much in the forrn of field texts and research texts. In 

creating the project archive, it felt as though we were not only 

doing an overview of the life of the project but also of Bay 

Street School. 1 also found that the life of the project and the 

life of the school were more inter-connected than I had imagined. 

Like Smith (1994), our project team found questions in the 

creation of this archive that became the focal point of research 

conversations and &ove our further inquiry, questions that we may 

be pursuing for years. Also like Smith (1994) in his research, we 
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found "pools of data" existed physically in rnany different places, 

the Board archives, cupboards in the Bay Street School library 

where the librarian had gathered documents and artifacts of school 

life, in Jean's possession in Edmonton, and also, literally, in an 

unbelievable number of places in the department where the project 

materials are housed. However, what I find particularly 

fascinating, and what Smith did not allude to in his chapter, was 

the "pools of data" that exist in the maories of people. 

In creating the project archive, in the many conversations, mail 

exchanges, and shared writing with Mick and Jean, "pools of data" 

were discovered in their mernories, as they were discovered in the 

memories of long t h e  teachers in the school. At the tirne 1 was 

writing rny dissertation, Mick and Jean were writing their book 

Narrative Inquiry (in progress), and beginning to think about 

their next book on Bay Street School. There was a great deal of 

rnemory swapping going on at the the. Jean and her research 

assistant found stories in the archived field texts, and shared 

these electronically with our research team. 1 related these 

stories to my present experiences in the school, which made for 

further reverberations with their experiences and so on. 

When Mick resumed research in the school, he, in turn, felt 

reverberations with his past experiences. Jointly Mick and I 

constructed some field texts that reflected the intermingling of 

the present and the past. The echoes and reverberations affected 

other members of the team as well, not only the other researcher 

in Bay Street School, but those at different sites, in different 

fields such as nursing and community college teaching. Other 
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members of Jean's team, many of them practicing teachers and 

administrators, joined in these on-line conversations, =d the 

dialogue continued to grow. The intenningling of past and present 

experiences, the weaving together of texts of different people 

£rom different time periods, made for a rich source of field 

texts, and enriched research texts. 

1 also spent time in the board archives. These archives are a 

treasure trove of materials for an educational researcher, or 

ariyone with an interest in history. The material is easily 

accessible, well maintained and carefully annotated. More than 

that, 1 feel that the Board archivist is a person who has passion 

for his inquiry. He will always take tirne to talk, he has even 

offered me tea! 1 experienced a sense of excitement as 1 went 

through documents, letters and photographs in the archives. There 

was a feeling of blurring of temporal boundaries as issues alive 

in talk in Bay Street School today, came alive in letters and 

journals about the past. 

A journal entry 1 wrote after my first visit to the Board archives 

begins to capture my sense of excitement. 

There is such a sense of history that pervades the 
archives. As 1 walked into the dark, wood-paneled room I 
felt 1 had entered a very special atmosphere. A quartet 
of student musicians played in the museum next door. 1 
could hear the soft strains of music interspersed with 
laughter as 1 sat at the scarred oak table peering at 
documents under the shade of a very old-fashioned green 
tinted lamp. The music, the table, the lamp, the 
documents, the smell of the cracked leather chairs, 
transported me back in time. 

There is such a wealth of information in the archives 
that if you were doing any research about the school, or 
other schools, on any topic, you could find something 



useful there. 1 settled down with the folders from Bay 
Street School. There are two large folders filled with 
various documents. There is also a document produced for 
the centennial of the board, We also have a copy in our 
project archives. One very interesting document contained 
excerpts £rom the journal O£ the first principal, M r -  
Maclean. 

As 1 read through the documents 1 came to believe that 
the first principal was a man who affected the course of 
education in the province. Board documents indicate that 
m a n y  n e w  programs-were implemented there first. M a n y  
letters written by former teachers talked about doing 
teacher training there with "critic teachers". 1 felt 
quite excited as 1 began to sense the place of Bay Street 
School in the history of education in the province. 

Talk about connections--1 was surprised to run across a 
letter written years ago by a researcher on Mick and 
Jean's project carefully preserved in a folder. The 
project is a part of the history of the school! (journal 
entry, January 21, 1998) 

You might still wonder why 1 wrote the history of Bay Street 

School. You might ask yourself what the past had to do with my 

inquiry which took place from 1996 to 1999. The world is a 

different place now than then, schools are not the same, it is 

only a building after 

question will be part 

foreground as in this 

all. Why was 1 looking backward? That 

of this account throughout, sornetjmes in the 

section, sometimes more in the background. 

Pulling Back the Veil: Glimpses in to  an Imagined Future- 

Looking backward in the inquiry 

back £rom the now, and allowing 

As 1 read the archiva1 material 

was instrumental in pulling a veil 

glimpses into an Unagined future. 

and wrote the history of the 

school there were continual reverberations with my present 

research experiences in the school, and with my past experiences, 

hope there are with your experiences. These reverberations 
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were encountered with many different kinds of emotions: laughter, 

surprise, chagrin, sadness, and puzzlement. They are indicated in 

the text in an italicized font. 

One of the major reverberations 1 felt was with multicultural 

issues. Perhaps due to my persona1 interests, or perhaps because 

of the demographics of the community, perhaps because this is 

Toronto, a city of immigrants, and this is Cwada, a land of 

immigrants, multiculturallsm in its various words, guises and 

expressions appeared and reappeared in documents and letters. 

Another echo 1 could hear frorn over the years was that of the 

number of students in the school. This piqued my already aroused 

curiosity. 1 had not realized that the number of students was of 

such significance in a public school. If 1 were to have used a 

gender lens 1 would have found loud reverberations there as well. 

As it is, gender is only lightly touched upon in this account. 

In writing the history of the school 1 pondered using different 

approaches. 1 could have written a paragraph with a tirneline of 

significant dates in the school history, or a dry chronology, for 

example, school opened in this year, additions built in that year, 

such and such a principal appointed in this year, such and such a 

program implemented in that year. However, this approach would not 

have reflected the growing sense 1 felt that there are 

continuities and discontinuities in the life of a school, as there 

are in the life of a person. 

1 wanted to construct an image of the school with historical 

accuracy, yet 1 also wanted an approach to writing this section 
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that would reflect my experience of investigating the history of 

the school- 1 wanted to construct an account that reflected my 

feeling that Bay Street School is a presence in the educational 

landscape of the city; in my reading and analysis of the archival 

material 1 came to feel that Bay Street School was considered to 

be a place of value, importance, and substance. I think these 

huge, old, brick schools were powerful and beautiful symbols of 

stability, like churches and other religious buildings, financial 

institutions, hospitals, post offices, and libraries were as well. 

They were symbols that we are here now, this is who we are. We are 

going somewhere in the future. We are educating the future. 

The material in the board archives and the project archives is so 

filled with peoples' lives and peoples' experiences that 1 also 

felt compelled to try to keep a life-like quality in my writing. 

In order to keep this piece alive, 1 used different devices. 1 

created a composite history based on my reading of letters and 

documents. As 1 mentioned before 1 used a different font to 

indicate echoes and reverberations between the past and the 

present. Sorne of these echoes reflect a sense of continuities in 

the school, some are more reflective of growth and change over the 

years. Rather than including a source for each line or paragraph, 

at the end of each section 1 refer to al1 the sources'. 

To keep the history alive for you and to be as true to my feelings 

about the material as to the "facts", 1 crafted an imaginative, 

playful text based on my reading of the first principal's diary 

and the centennial document of the school. 1 ascribed to the first 

principal, Robert Maclean, feelings, motions and thoughts not 
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directly articulated in his diary, but that 1 imagined were in his 

character2. There were subtle comments embedded in his writing, not 

directly articulated, that hinted at his character. After all, he 

was required by law to keep this diary. It was then, as it is now, 

a public document. 1 find myself wondering what he would have said 

if it had been a private piece of writing- This section £ollows 

directly and is indented. 

A Journey Back in  T i m e  

I ' d  like to take you on another journey, this one begins over 

one hundred twenty years ago. C a n  you imagine this period of 

time? Canada had been a country for only ten years. Toronto, 

already a flourishing city, had immigrants from al1 over the 

world. New schools were being built, one of the largest was 

Bay Street School. Robert Maclean, later to be referred to by 

Toronto World (July 1, 1907) as the "father" of the Toronto 

Public School System, had recently been appointed as the 

first principal. 

A s  I read about Robert Maclean's p o s i t i o n  in  the educat ional  
landscape,  1 thought about what a l o n g  t ime teacher in  the schoo l  
t o l d  me ( w i t h  a hint o f  nos ta lg ia  in his v o i c e )  . H e  t a l k e d  abou t  
a l 2  t h e  people who had moved from t h a t  school i n t o  important  
administrative careers  i n  the  board and other boards. Another long 
t i m e  teacher  sa id  t h a t  t h e  school is always "jumping on the 
bandwagon". P m  s a i d  t h a t  Bay S t r e e t  School o f  t e n  has Board 
p o l i c i e s  i n  p l a c e  long  b e f o r e  o t h e r s  do .  (intenriews, April 1 5 ,  
1997, & April 2 3 ,  1997; field notes, November 27, 1'398) 



Let's join Robert Maclean on his way to the opening of Bay 

Street School, an opening that had been delayed until long 

after the first term started. He was preoccupied with the 

dedication he had prepared. He wanted exactly the right tone, 

he felt that the tone of his inaugural speech would set the 

direction for the school in the years ahead. Perhaps, at that 

time, as 1 believe many men in his position also did, he 

realized that his influence would extend far beyond the 

parameters of the school to affect education in the city, and 

the province. He may have seen hirnself as a figure in 

history, sorneone whose life, work, and wwiting would be 

examined. He prepared a speech that hinted at his imagined 

place in history, and that also suggested the significance of 

Bay Street School in history. He repeated to himself the 

first words of the speech he had written so carefully and 

thoughtfully the night before: 

, . . that  this school may under the blessing of the 
A l m i g h t y  and ~eneficent God prove a nursing Mother to 
al1 scholars who seek an education within its walls, 
so that our City - Our Country - the World - may be 
advanced by the training imgarted here i s  the earnest 
and devout wish of its first Head M a s t e r  Robert 
Maclean. 

As the first day of school was about to begin there were over 

six hundred students enrolled. Bay Street School was one of 

only two schools in the city where High School Entrance could 

be obtained. He thought about the young scholars he was going 

to meet that day. He imagined that many of these students 

would go on to becorne important figures in the city, doctors, 

lawyers, teachers , business people. 



I was amazed when I read about the number o f  s t u d e n t s  e n r o l l e d  the 
f irst  year .  I t  aimost e x a c t l y  matched the nunber o f  s t u d e n t s  in  
the school  when I began my r e search  i n  1996. I had heard s t o r i e s  
o f  i t b e i n g  a large school ,  t h e  1 a r g e s t  in  Canada a t  one t ime .  1 
had heard s t o r i e s  o f  a huge s t a f f  o f  over  e i g h t y -  It seemed 
strange t h a t  the school had taken o v e r  one hundred twen t y  years  t o  
corne f u l l  circle in  numbers. I wondered a t  the changes t h a t  
happened between time per iods ,  L a t e r  I came t o  r e a l i z e  the 
importance o f  numbers in  the school  s t o r y .  I wondered i f  they had 
been a s  important  during the firs t pr inc ipa l  's the. ( interview, 
April 15,  1997 )  

I a l s o  wondered about the k i n d s  o f  jobs current  graduates  from the 
school  t a k e  up in  t h e i r  f u t u r e s -  Do the teachers  there now f e e l  
the s t u d e n t s  are  "scholars"? When d i d  the school change £rom 
educa t ing  scho lars  t o  educa t i n g  " l ow  socio-economic" c h i l d r e n ?  
mat k i n d  o f  changes carne about because  o f  educat ion  being 
compulsozy u n t i l  the age o f  15 now? 

Whispered as ide :  There i s  a n  undated, framed 
photograph in  the l i b r a r y  of t h e  school .  I t  i s  
a photo of young men posed i n  some type o f  
s p o r t s  o u t f i t s ,  perhaps c r i c k e t ,  very o l d -  
fashioned looking.  The  young men in  the photo 
1 ook very s e l f  assured,  almos t arrogant . I Say 
this because o f  their pos tu re  and their f a c i a l  
e q x e s s i o n s .  Al1 o f  them are White.  I f  I l o o k  
a t  c l a s s  l i s t s  from d i f f e r e n t  t ime pe r iods  i t  
appears t ha t  t h e  s t uden t  body  has  always been 
d i v e r s e ,  s o  1 a m  puzz led  a s  t o  w h y  the young 
m e n  a re  a l 1  mite. 1 am a l s o  f ru s t ra t ed  t h a t  
t h e r e  i s  no da te  on this photograph. 
(reflect ion on f i e ld  notes of June 22 ,  1998)  

A s  Robert Maclean approached the school, he could hear the 

ringing of the bel1 that  ushered in the f i r s t  day. H e  f e l t  

pride a t  the sight of the new brick building w i t h  the high 

tower overlooking the broad t r e e  lined s t r e e t .  He had gone 

over the plans w i t h  the architect  who was reputed t o  be the 

best there was. B a y  Street School was modern i n  every way. It 

had a heating system, running water, washrooms i n  the 

basement, cloakrooms, blackboards, and individual desks. A s  

he thought of the heating system his  mind dr i f ted  £ r o m  h is  

speech t o  supervising the delivery of 56 cords of wood. H e  

had been told that the heating system w a s  the most modern 



available, so he w a s  perplexed t h a t  over the l a s t  f e w  days  

the school had been so  co ld .  They would have t o  use t h e  

l i t t l e  wood h e a t e r s  t o  keep the  classrooms w a r m  after alf. 

The s tudents  were requ i red  by l a w  t o  be sen t  home if the 

classrooms were below 40 degrees. H e  did not  want t h a t  t o  

happen, p a r t i c u l a r l y  on the first day. M o r e  than t h a t ,  he w a s  

w o r r i e d  about t h e  sharp  tongue of t h e  head of the female 

department hoased on the first f l o o r ,  she would s u r e l y  

cornplain if her room w a s  too cold .  L i t t l e  d i d  he know how 

o f t e n  he would have t o  face her m a t h .  

O v e r  1 2 0  years l a t e r  there  were s t i l l  problems w i t h  t h e  h e a t i n g  
sys tem. The hea ters  spu t tered  and popped, then h i ssed  l o u d l y .  P m  
and I loved t h e  sound a s  i t was i n d i c a t i v e  t h a t  wamth would soon 
fo l low.  In  1997 the hea t ing  system was replaced a t  great  expense. 
The  pr incipal  announced in  a s t a f f  meeting t h a t  this would 
el imina t e  cold temperatures.  I m e d i a t e l y  a vocal f a a l  e member  o f  
the s t a f f  spoke about t h e  heat  i n  the summer. I wondered if 
Robert Maclean would chuckle over this. 

1 a l s o  wondered i f  the washrooms were t h e  same ones a s  the g i r l s  
used so long ago! T h e y  appear t o  be anc ien t  enough t o  be an 
a r t i f a c t  from Robert Maclean's time. ( f i e ld  notes,  January 8,  
1997;  March 3 ,  1997)  

Wispered  a s i d e :  The g i r l s  ' washrooms are  
awful .  There a re  no  paper towels ,  and no soap, 
the s t a l l  doors have no l ocks .  As I have no 
keys, I am unable t o  use the teachers  ' 
washrooms, s o  I use  the  g i r l s  ' washrooms. I 
£el t taker, back t o  t he  days when I went t o  
Catholic  school 

Some s tuden t s  t o l d  me when there are  paper 
towels t h e y  are  o f t e n  wet then throm a l1  over  
the f l oor .  There i s  g r a f f i t i  on the door t h a t  
says " f u c k  you". 
( f ie ld  no tes ,  January 8, 1997; June 2 2 ,  1998) 

I have on l y  seen t h e  b e l 1  tower i n  photographs. I read that 
someone f e l l  from i t  and d i e d .  1s t h a t  why i t  i s  gone? 

Robert Maclean w a s  a l s o  concerned t h a t  t h e  j a n i t o r  would not  

have c leared  t h e  walks of snow which would make it difficult 
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for the invited dignitaries to enter the school. The janitor 

seemed to be so recalcitrant- If he could see into the 

future, he would know that he had to eventually fire the 

janitor for repeatedly refusing to clear the walks, m d  for 

swearing at him when he requested the work be done. 

I laughed when 1 read diary entrieç t h a t  referred t o  problems wi th 
the jani t o r s  a t  the school . The j a n i t o r s  in  the school today  seem 
t o  w ie ld  so much power, t o o .  They have t o l d  m e  their v i e w s  on 
educat ional  p o l i c i e s  and t each ing  methods i n  the school . T h e y  a l s o  
shared their thoughts  oz  the p r i n c i p a l ,  r e p o r t  cards,  s u p p l y  
t e a c h e r s ,  and f i g h t i n g  between s t u d e n t s  in the school . ( field 
notes, February 27, 1997) 

While Robert Maclean was preoccupied in thinking about these 

details he was also thinking about programs in the school, 

particularly for the immigrant students. In later years the 

school would be the first to irnplement many new programs, 

including the first Manuai Training Program. It also grew to 

have a long association with the Teachers College, and became 

famous for its "critic teachers" who trained pre-service 

teachers. Bay Street School was on its way to becoming a part 

of the history of education in the province. 

In the c h a p t e r  on t h e  school i n  t h e  presen t  tirne you w i l l  n o t i c e  
Chat many o f  t h e  programs stil l  r e f l e c t  the f a c t  t h a t  there a r e  
many immigrant s tuden t s  in  the school ,  and many s t u d e n t s  in need 
of language and o t h e r  support. I hadn ' t realized t h a t  programs 
such a s  t h a t  would stretch so far back. 

In the following section 1 continue the composite history of the 

school. In writing this 1 focused on an analysis of newspaper 

articles, and letters from the document prepared to celebrate the 

school's centennial (Webster and Burton, 1977). Reverberations 

with my present experiences again appear in italicized font. 
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In Robert Maclean's day, and afterward, teachers signed on for 

life. Until 1919 girls were not eligible to receive academic 

achievement and attendance awards, as boys were. Femaie teachers 

who married either lied about it, or had to resign £rom their 

positions, One female teacher was discovered to be married. In 

order to keep her record clea., they made her resignation 

effective the day she married. The only problem was that meant she 

had worked for several weeks without pay! 

Students at Bay Street School continued to be thought of as 

scholars into the 1940s. They were requlred to pray, learned to 

bow and curtsey, and recite poetry (one principal instigated a 

policy of having al1 the students in the school corne to his office 

to recite). They were punished for what was called "unscholarly 

behaviour" which was misbehaving, being late, or having messy 

homework. Three to six strokes on each hand with a leather strap 

was usual. Scholars sat in rows according to the grades received 

on their last exams. 

(Toronto Star, May 2, 1977 featuring an article written by a 
former student who attended the school from 1939 to 1948; letters 
£rom centennial document) 

Some o f  the  s tudents  i n  P m ' s  class s a i d  she was  tough on 
them for the  same i n f r a c t i o n s .  I wondered what would t h e y  
think of the  strap? Then one day I sat i n  the h a l l  w i t h  some 
s tuden t s  who were reminisc ing about t h e i r  pas t e m e r i e n c e s  . 
They t o l d  me stories o f  schools  i n  their n a t i v e  coun t r i e s .  
They regularly received the s t rap  and o ther  forms o f  corporal 
punishment. (field notes, December 12, 1996, March 6, 1997, 
and April 28, 1997) 

Much a s  in  Robert Maclean's day, P m  r e q u i r e s  her s tudents  t o  
memorize and r e c i  t e  poe t ry .  Occasionally they perform 
r e c i t a t i o n s  a t  assemblies. (field notes, December 12, 1996, & 
January 15, 1997) 



In the Catho l i c  school  I at tended a s  a c h i l d ,  Ir t oo ,  s a t  in  
a desk  d e t e m i n e d  by the  grades on my l a s  t exams. In my 
memories, I f i n g e r  a gold wreath pinned t o  my tun ic .  I sit i n  
the  second desk o f  Che first row, a b o y  s i t s  i n  the £ i r s t  
desk. The wreath and the  p o s i t i o n  i n d i c a t e  that 1 am the 
second best s t uden t  i n  the c l a s s ,  o r  t h a t  I am the best 
female s t uden t  i n  the c l a s s .  I am n o t  sure  which i t  i s -  As I 
glance t o  the back o f  the room, I see Maria, a new s t u d e n t  
from I t a l y ,  in  the very l a s t  s e a t  - M y  cheeks burn wi th 
imagined h u m i l i a t i o n .  How would I feel if t ha t  were me? I am 
a l s o  r e g u l a r l y  nauseated in the morning because I f o l d  my 
t o a s t  and try t o  e a t  i t  q u i c k l y  s o  a s  n o t  t o  be l a t e  f o r  
school and r e c e i v e  t h e  s t rap .  

As I read t h e  newspaper a r t i c l e  and l e t t e r s  and r e f l e c t e d  on 
my exper iences  i n  grade two I fel t t e a r s  in  m y  e ye s  . I 
r e a l i z e d  tha t  those experiences may have been the seeds  f o r  
developing a l i f e  l ong  empathy f o r  immigrant ESL s t u d e n t s .  

Over the years immigration to Toronto has been reflected in the 

changing composition O£ the school population. In the early years 

when Robert Maclean was the principal, and up to the 1940s,  

attendance records, and other school records, reveal that the 

population was mainly Jewish, with many Russian refugees. In later 

years other groups came, Vietnamese, Chinese, Portuguese. Recently 

there have been increased numbers of ~rabic speaking students. 

(board records: School Attendance Records) 

I thought about the  immigrants and r e fugees  t h a t  have come 
through the doors o f  the  school .  The debate about whether o r  
not we shouId con t inue  our immigration p o l i c i e s  rages i n  
Canada today. However ,  when 1 read about these issues, o r  
hear r e p o r t s  on the news, o r  t a l k  t o  f ami l y  o r  f r i e n d s ,  it is 
not abstract p o l i c i e s  o r  numbers t h a t  come t o  mind. Ra ther ,  1 
see  the children in  Bay S t r e e t  School .  I see the face  o f  a 
l i t t l e  g i r l  from Somalia. In a few words o f  English,  mixed 
w i  th hand, e ye ,  and body ges tures ,  she t o l d  m e  about how she 
ran from g u n f i r e  dur ing  the c iv i l  war. As  her  family f l e d  her 
baby b r o t h e r  was k i l l e d .  Tears f i l l e d  my eyes.  (field notes, 
February 2 7 ,  1997) 

In 1962 one teacher being transferred to the school was told that 

he would be going to a school with children who had "knives and 

leather jackets" (centennial document, p. 51) . He said that what 
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he found were young children eager to l e m .  There were also hints 

in a letter written by a Vice-Principal of the school £rom 1966 to 

1970 that the school was experiencing problems with students. He 

refers to Bay Street School as 'the most potentially inflammatory 

school in the system" (centennial document, p. 56) . 

O n e  t eacher  s a i d  that parents did n o t  want t o  send their 
children t o  Bay Street School a s  i t  was tough and f i l l e d  wi th 
problem c h i l à r e n -  I heard  comments on the tough na ture  o f  the 
school. I t  w a s  u s u a l l y ,  b u t  n o t  always, r e f e r r e d  t o  in  the 
p a s t  tense. How did t h e  school s t o r y  e v o l v e  and change over 
the years? FSny do some people have a new school story  and 
some the o l d  s t o r y  of problems? (field notes, April 28, 1997) 

In October, 1965 there were 700 students in the school. A 

newspaper reporter speculated that over half of them were hungry. 

Between 1965 and 1969 the population of the school exploded, rnany 

of the new students were learning English as their second 

language. In May 1969 there were 1100 students in the school. Five 

hundred of them were housed in 16 portables. There were eight 

special education classes and ten reception ESL classes. The 

reception ESL classes were designed to meet the needs of newcomers 

who needed to learn the fundamentals of English. These classes 

w e r e  mainly for Portuguese, Chinese and Italian students. However, 

in total there were 28 nationalities represented in the school. By 

1971, a peak attendance period in the history of the school, there 

were over 1600 students in the school. Robert Maciean may or may 

not have been surprised that Bay Street School was reputed to be 

the largest school in Metro, perhaps the largest in Canada at this 

time. (Toronto Star, October 16, 1965 ; Globe and Mail, May 5, 1969; 

letters in centennial document; interview ~ p r i l  15, 1997) 

In 1996 the numbers were s i g n i f i c a n t l y  d o m .  There were 
apgroximate ly  600 s t u d e n t s  in  the school . M o s t  o f  the 



p o r t z b l e s  were long gone. O v e r  the years a d d i t i o n s  had been 
b u i l t ,  now some o f  the school  had a feel of emp t ine s s ,  
p a r t i c u l a r l y  the upper f l o o r  wi th i t s  empty classrooms.  The 
por tab l e s  were replaced by an  enlarged playground wi th a 
baseba l l  f i e l d ,  and a s o f t  t r a c k  f o r  running. 

ESL c l a s s e s  w e r e  main ly  for Chinese,  Vietnamese and Arabic 
speaking s tuden t s  . 
There were many suppl m e n t a l  nu  tri t i o n  programs ava i  l a b l  e in  
t h e  school . A "con t inen ta l  b r e a k f a s t "  program begun i n  1996 
sparked a debate i n  the school  over  whether o r  not the 
children were r e a l l y  hungry, and whose r e s p o n s i b i l i  t y  i t was 
t o  f eed  them. (field notes, February 3, 1997) 

In the 1970s heritage language classes, designed to assist 

students in maintaining their native languages and cultures, were 

held outside regular school hours. They took place on Saturdays 

£rom 9 : 3 0  to 12:OO. Cantonese, Mandarin, Portuguese and Spanish 

were offered in response to changing commuiity needs. (Bay Street 

School annual report, 1978) 

The programs are  now ca l  1 ed In t erna t i ona l  Language Programs . 
There a r e  three  addi t i o n a l  languages taught ,  Vietnamese,  
Arabic and Black c u l t u r e  and language. The c l a s s e s  a r e  now 
i n t e g r a t e d  i n t o  t h e  r e g u l a r  day.  

P m  has sa id  tha t  t he  i n t e r n a t i o n a l  language c l a s s e s  break up 
the day and make it d i f f i c u l t  t o  have the l o n g  b l o c k s  of time 
she f e e l s  are necessary  f o r  e f f e c t i v e  t each ing .  (field notes, 
December 4, 1996) 

Not o n l y  did the  Arabic I n t e rna t i ona l  Language program meet 
a n  already e x i s t i n g  need in  the community, i t  a l s o  a t t r a c t e d  
o t h e r  Arabic speaking f a m i l i e s  t o  the  area.  T h i s  was an 
a spec t  of these  programs I had n o t  r e a l i z e d  prior t o  m y  
resealrch. (field notes, Novernber 26, 1996) 

We have corne to February 1980. This brings us forward to the time 

when Bay Street School was designated one of four "project 

schools", and was given increased £unding (project  records, 1986). 

Project schools were created with a view to improving the academic 

achievement of students in the inner city. 



The four basic goals of project schools were: 

1. Overall goal: A functional, community-oriented and unified 
school, which will support and promote successful academic, 
social, and emotional growth and experience for al1 
participants - 

2. Cognitive goal: Through the use of children's own language as a 
base, develop and implement classroom and school-wide programs, 
activities and processes which will enable the children to 
develop their ability to see relationships. 

3. Affective goal: To facilitate learning experiences which 
recognize the vast array of human needs, the uniqueness of each 
person, and which are based on the premise that people learn the 
most and the best through those things that are current and 
which involve persona1 experience. 

4. Environmental goal: To create a school environment which will 
promote confidence, trust, appreciation, recognition, 
responsibility and growth, and which through its creation and 
maintenance will strive to be warm, Interesting, active, calm, 
orderly and receptive. 

A new principal, phil Bingham, who had a reputation for being 

community oriented, was appointed, A project team was selected, 

and teachers were requested to commit to the goals of the project 

schools. At this t h e  Mick and Jean began their Bay Street School 

work. In reflecting on their first meeting with the principal in 

1981, they wrote (Connelly & Clandinin, in progress) 

We met in the school staffroom and we felt the oldness of the 
school and the ways the problems of the years of neglect hung 
in the air. Still, we sensed, as people talked to us, 
possibility, feelings of hope for being able to change what 
had been to something else. 

There were many continuities with my lived experiences in the 

school in the present that 1 experienced in my archival research 

of the past, However, there were also many discontinuities. From 



the most modem school to run dom and neglected, from showpiece 

school to pro j ect school, from educating scholars to educating 

students with problems, £rom high enrollment to low enrollment, 

the years had dramatically changed Bay Street School. But, as Mick 

and Jean arrived in the midst of this evolving story there was a 

hint of hope in what might have seemed to be a low point in the 

school story. As 1 experienced Bay Street School, 1 felt the 

somewhat run dom conditions, but 1 also felt the hope there 

well. Perhaps the spirit or' Robert Maclean remained alive. 

Inquiry Terms : Temporali ty R e v i s i  ted 

At the beginning of this chapter 1 wrote that a narrative inquiry 

has temporal dimensions and "addresses temporal issues by looking 

not only to the 

& Clandinin, in 

temporal issues 

in the inquiry. 

event but to its past and to its future" (Comelly 

progress). 1 had not realized that addressing 

would fan the strong desire to "know" that 1 felt 

1 felt compelled to gobble up whatever 1 could 

about the school- (1 alluded to that feeling in the previous 

section. 1 spent hours photographing the landscape. 1 wanted to 

live in the area-) To consume it, I had to know it. To know it, 1 

had to look beyond the present to the past. 

As 1 investigated the history of the school, read the Board 

archives and project archives, looked at documents, and pored 

photogxaphs, 1 f elt peoples' lives beneath my f ingers . As 1 
participated in conversations based on my current experiences 

the maories in people's minds 1 felt pulled 

rushing narratives. Pulled by these curxents 
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and drifted into quiet, reflective pools. As 1 wrote in the first 

section of this chapter, 1 felt as though 1 was swept into, and 

become part of, the on-going temporal flow of multiple, converging 

narratives of the comrnunity, the school, Parn and her students, my 

own life, and also the narrative of the long-term project begun by 

Mick and Jean in 1981. As 1 said earlier, narrative research is 

like travel in a foreign culture. In the archiva1 research 1 

engaged 1 felt as though I walked the halls of the school in the 

past, talked to teachers and principals in the past- 1 felt as 

though 1 were dropped into the rnidst of lives in the past. 1 felt 

like a time traveler. 

In this chapter 1 began the focus on temporality by looking at the 

history of the school. 1 now discuss how my sense of temporality 

evolved with the inquiry. My experiences in the school, on-going 

discussions about my work, much of it with Mick as he was writing, 

my project team m a n b e r s ,  and electronic conversations with Jean 

and her researcher, archiva1 research, and the reading and writing 

1 was doing, moved me beyond thinking of temporality in terms of 

stages of life, and stages in an inquiry. My understanding of 

temporality (and other aspects of the inquiry) was also influenced 

by readings that managed to corne my way when I needed thern to help 

me puzzle thwough my thinking on this topic. (Throughout this 

inquiry there was a serendipitous feel to my reading more so than 

the organized, systematic approach 1 associated with doing a 

dissertation and a standard review of the literature.) 

A few months into rny research 1 began to read the work of several 

anthropologists. Among thern, in terms of understanding 
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temporality, Clifford Geertz most inspired me, particularly After 

the Fact (1995) , a retrospective look at his anthropological 

research, his career, and the discipline of anthropology itself, 

spanning four decades and two countries. 1 f e l t  a strong 

comection to Geertz's idea that as inquirers we step in and out 

of places and times, we dip into a flow of events that are not 

orderly in a linear way, but rather are more like the order of a 

Street market3 (p. 2 ) .  As 1 applied this notion to the inquiry into 

the past history of the Bay Street Sehool, 1 had a sense I had 

stepped into an on-going flow of events that were not orderly. 

Photographs jumped £rom one t h e  to another, documents moved £rom 

the distant past to the present, teachers wrote letters of their 

days as students in the school, then of administrative positions 

they held, then of departures they experienced. There was a swirl 

of life and m m o r y ,  not an orderly flow. 

By engaging in an inquiry in Pm's classroom 1 was dipping into 

the flowing stream of an on-going story that was connected to the 

history of the school. As 1 moved beyond looking backward and 

applied this notion of temporality to my inquiry in the present 1 

felt the same vivid sense of the chaos of a day in the school. 

Hurried stops in different places, snatched conversations in 

corridors and stairwells, children corning and going, papers 

brought from the office and returned to it, are al1 part of the 

swirl of life in a school. 

As we engaged in conversations about P m ' s  life and fife in her 

classroom she spoke in what 1 think of as "narrative time". This 

is not chronological time, but the persona1 time she developed to 
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make meaning of present situations in relation to her maories. As 

Pam talked to me, many years of teaching and life flowed in and 

out of her conversations. There were different schools, different 

programs, different principals, different classrooms, different 

students, different parents. As she talked to me her own children 

were small, they were teenagers, they were grown, then they were 

babies again. She was in Canada, she was in the United States, 

then she was in   ri nid ad^. Ternporally, 1 experienced Pm's story in 

her "narrative time", that is the personal rneaning tirne had for 

heu based on her experiences and the relationships she saw among 

her experiences. Similarly to Edward T. Hall's theol-y (1973) that 

we visualize space, and the relationships between spaces, through 

persona1 experiences, s o l  1 think, do we visualize time, and the 

relationship between time periods, through personal experiences. 

1 also resonated with Geertzfs (1995) thinking that as an 

anthropologist in Morocco and ~ndonesia he felt "... an 
uncomfortable sense of having come too late and arrived too 

early . . . . (1) t always seemed not the right time, but a pause 

between right times . . . .  Change, apparently, is not a parade that 
can be watched as it passesM (p. 4). 1, too, thought that it would 

be important to go into Pamls classroom at the right tirne, a 

certain day, like the first day in September, or the first day of 

the new tem, in order to capture "sornething" £rom "the beginning" 

to "the end". But, like Geertz realized in doing research in 

foreign countries, and 1 realized in doing research in the 

archives and in the classroom, there is never really "a beginning" 

or "an end" of anything. The right time is the time 1 went, the 

time 1 stayed, the experience 1 had of the tirne 1 spent there. 
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As Geertz (1995) reflected on his work, he felt that the story 

that one tells in research naturally takes on a beginning, middle 

and end, "a form of coincidence less with the inner direction of 

things than with one's parenthetic experience of themu (p. 11). We 

insert ourselves into an on-going situation. For Geertz, there is 

an appreciation, if not at the moment, "then in belatedly 

appreciated commotion and muddle, the value there is in coming too 

late and leaving too early, in drifting along" (p. 63 ) . In rny 
research 1 carne to recognize the value of being in the inquiry, 

caught up in the stream of events. 1 was swept along in a flow of 

events that was shaped by and was shaping the temporal contours of 

the landscape. In being caught up in the flow 1 came to feel 

attached to the school. 

This attachment fueled the inquiry. 



' 1 struggled with how to mite this piece. 1 wanted to show that 1 was what 1 
thought of as a "good" researcher, thorough, care£ul, someone who knew the 
material, someone who knew the dates. But 1 also wanted to stay closex to my 
experience of actually doing archival research. 1 wanted to reflect the sense 
that 1 was engaged in an inquiry that opened up questions that began to shape 
the construction of rny writing (Smith, 1994). 

This piece was crafted for meaning, from 'fact", but using my imagination. 
The purpose was to fil1 in the emotions/thoughts/feelings 1 felt the first 
principal haü. Toni Morrison (1987) writes on the issue of irnagina~ion in her 
writing- "But memories and recollections won't give me total access to the 
unwritten interior life of these people- Only the act of imagination can help 
me" (p. 111). In the same way, "facts" of the diary did not give me access to 
the principal's interior life, but as 1 read 1 imagined what was not written. 

1 can relate to what Geertz (1995) indicates of his experiences of street 
markets as 1 recall my experiences of street markets al1 over the world, 
particularly the souks of Morocco, There was a sense of clarity £rom a 
distance (as 1 sat in the afternoon drinking tea on the roof of my hotel 
looking at the market), chaos up close (as 1 walked in 120 degree heat through 
twisting alleyways seerningly without end). As a stranger, 1 initially had 
difficulty perceiving any order when 1 was actually in the market. 

"The notion of "narrative tirne" has implications for the on-going discussions 
around interviewing in qualitative research (e-g. Sideman, 1992) and in oral 
history (e-g. Yow, 1994). In the narrative approach 1 used there was less a 
sense of discourse unfolding in an ordered pattern of time, such as a gradua1 
unfolding of childhood experiences, education, early teaching experiences 
etc., but rather a sense that there was almost simultaneous reflection on past 
life experiences as a whole. With a focus on the experience in the present, 
the past is brought up in different ways. 



Chagter V 

A G l h n p s e  of Bay Street School in the Present 

In the chapter on community 1 explored the context of place, the 

physical landscape where Bay Street School is nested 

geographically. In the chapter on the history of Bay Street School 

1 explored the temporal context of the school as it is nested in 

time, events, and change that occurred £rom the building of the 

school 

School 

up to 1999. In 

at the present 

piece of writing also 

this 

t h e  

chapter 1 share a glimpse of Bay Street 

by looking at school programs. 

continues to build on the physical 

description, but focuses on the school. Later, 1 focus on 

participant's classroom. 

This 

mY 

As you begin to peek into the life of Bay Street School imagine 

the landscape of the community and the area surrounding the 

school. Imagine drawing concentric circles with the school 

positioned in the middle of the imer circle, m u c h  the same as it 

is metaphorically positioned in the heart of the community'. 

Approach from certain locations and there is a calm feeling of the 

school being nestled in the midst of a park-like setting with 

green, open spaces, huge oak trees, and trails leading to the 

school. Approach from anothes position and there is a bustling 

feeling of markets, busy streets, crowds of people of al1 

nationalities. Approach from another location, move very c lose  to 

the school, and there is a sad, neglected feeling as a crumbling 

hotel demands attention, while the eye is drawn to a turquoise 

pool across the street. Another place on the imer-most circle 



delights with immaculate homes with colourful doors, and gardens 

that overflow with flowers in the spring and summer- Move ten 

degrees on the same circle, sweep your gaze across forty five 

degrees, and absorb the feeling of Ontario Public Housing, a 

mixture of strewn garbage and tended gardens, raised voices of 

women calLing the names of children and grandmothers murmuring 

over carriages, dirty naked windows and lace curtains. A theater 

and "The Bay Street Hotel" dot the periphery of the circle. 

Position yourself on any part of the circle, allow your eyes to 

move upward and the spires of churches, tops of temples and 

synagogues, and a hospital stand out; community centers, 

libraries, and stores are in the background. Buildings in the 

financial district loom on the horizon. In the far 

CN Tower pierces the s e .  This furthest circle has 

different feeling. It is tinged with the shouts of 

the children in my participant's class as they see 

of the city from a bus donated for a field trip to 

notes, May 14, 1998) . 

As you 

of the 

school 

school 

distance, the 

a very 

excitement of 

the outskirts 

the zoo (field 

glimpse Bay Street School in the present and hold a picture 

community landscape in your mind, try also to see the 

filtered through a temporal lens. Imagine the life of the 

programs - 

Robert Maclean's time, 

imagine the philosophy 

the teachers , the s tudents, the 

that drove the thinking about the 

school, and the purpose of schooling. Picture the gracious, 

somewhat majestic, brick building. Imagine changes that took place 

over the years. Over a long history Bay Street School underwent 

additions and renovations, survived recommendations for 

denolishing, added portables then gradually took them away, 
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modif ied the recreational fields, cut dom trees where drug 

dealers congregated, and moved the parking lot. Through the 

physical changes the school experienced on-going demographic 

changes, and ups and doms in enrollments; the spirit of the 

school has been filled with high hopes, low expectations, and 

renewed vitality. Now, one of the oldest public schools in the 

city, a little worn £ r o m  the passage of time and tens of thousands 

of students, Bay Street School remains. 

Bay Street School dwells in the midst of the complexity and 

diversity of the community landscape and the temporal landscape. 

Outside places and other times permeate the walls of the school, 

flow through, and impact teachersf and studentsl lives. In this 

chapter 1 tap into a moment of the flow of time and place to 

situate my research life and Pm's classroom life in the school 

from 1996 to 1998. 1 travel with you £rom the past to the present. 

Through al1 the changes and upheavals in the life of the school it 

continued to thrive. As I reflect and mite, listen to news, and 

read newspaper accounts reporting that schools are to be closed, I 

wonder if, in the educational climate of cutbacks in the late 

1990s, Bay Street School will continue to survive. If Bay Street 

School continues to thrive in the future, why is that? 

Not everyone would be as fascinated with Bay Street School as 1 

am. Why am I? If 1 told you that 1 felt welcomed to the school 

£rom my first visit, would that mean anything? If I told you that 

every visit people have time to talk to me, that when 1 go 1 am 

remembered by name, that the children throw their arms around me, 

that 1 feel the school and the people in the school are part of my 
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life, would that mean anything? If I told you that people have 

shared private stories with me, and others have hinted at stories 

they can not or will not share, would that mean anything? If 1 

told you that 1 feel always on the brink of understanding 

sornething about the school, but never grasping that understanding, 

would that mean anything? Not everyone would be interested in what 

might seem to be my emotional responses to the school. If 1 

imagine what a person would like to know about Bay Street School, 

1 would have to consider the multiple perspectives of people on 

the landscape. Parents might wonder about programs, students might 

wonder about teachers, teachers might wonder about the philosophy 

of the school. Depending on whorn 1 spoke to the concerns would be 

different, yet they would overlap as well. 

If you heard the school described as "imer city school" you might 

imagine the crumbling hotel, the public housing of the poetic 

collage you read in an earlier chapter. But, would you necessarily 

imagine the oak-treed park, or the beautifully painted doors of 

some homes? If you heard the school was "low socio-economic 

status" would you imagine the hospital, library, skating rink, or 

shimmering turquoise pool? Would you see scattered garbage or 

tended gardens? Would you hear the shouting or the singing? Would 

you ignore or heed warnings not to walk there at night? If you 

heard the school described as one for "problem students" would you 

picture Aisha in your mind? Would you have a hopeful or despairing 

picture of the school? 

The story of Bay Street School that follows is my construction, 

done from my perspective, shaped by my experiences, created for my 
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purposes, but then again, so is al1 writing. 1 do a brief physical 

description of the school. 1 then discuss the programs, 

philosophy, and values of Bay Street School as 1 heard about them, 

in a conversation Mick and 1 had with the principal on our first 

visit together to the school ( f ie ld  notes, November 27 ,  1996). Up 

to then, I knew about Bay Street School from Mick and Jean, from 

conversations, £ r o m  reading published writing, and £rom reading 

field texts they made over the years. During my first visit 1 

heard the school story £rom the principal. 

The principal's story of Bay Street School is his construction, 

done £rom his perspective, shaped by his experiences, created to 

fulfill his purpose. The preliminary conversation with the 

principal is supplemented with additional field notes, interview 

material, and documents gathered in the school. Woven periodically 

into the text are comments that contextualize school programs and 

policies within the literature, and within a broader policy 

context of the Board. 

As 1 had more exposure to Board policies during the course of the 

research, it became more difficult to separate school philosophy 

from Board philosophy. I recognize that the school philosophy will 

evolve in the rapidly changing educational milieu of the 

amalgamated boards in 1998-1999. (Previously, the board Bay Street 

School is in was separate from the other four boards it was 

amalgamated with in 1998.) Included also, in a smaller font, are 

some of my interpretations. The tone of the writing moves from 

intimate to distant depending on the context. 



Coming to Bay Street School 

Mick and 1 made arrangements to meet with the principal, Steve, to 

discuss our research project. Two weeks before, in mid-November, 

1996, in a series of telephone calls, Nick had told him about his 

previous connections to the school, and discussed the possibility 

of resuming project work in the school, Mick also discussed my 

research interes t in mul ticulturalism and immigrant teachers. The 

principal said he knew of the previous project, and was interested 

in the continuation of the project in the school. He also 

indicated that he would be willing to discuss my research. 

Mick and 1 arrived at Bay Street School that first day, November 

2 6 ,  1996, walked around the outside, and looked at classroom 

windows decorated with childrents art and overflowing with plants. 

1 peered at windows and wondered if 1 was looking at a classroom 

that would be "mine". 1 felt a level of anxiety and excitement 1 

had not anticipated (but sornetimes feel when I arrive in a new 

place). We walked around the school, unsure of which door to 

enter, until we saw a sign that read "Community Access". That was 

us, wasn't it? We were about to become part of the life of Bay 

Street School. Mick was wenewing old ties, reliving old memories, 

comecting his previous research with Jean in the school to his 

present research with Jean and the school. 1 was building new 

relationships, creating new memories, phnting the seed for a 

research prograrn that would grow rooted in their work, but branch 

out to encompass my passions and comrnitments. My "school-based 



narrative inquiry" was about to begin; 1 had no idea what would 

follow, or the depth of engagement that would develop. 

We followed a sign 'Al1 visitors must report to the office". The 

hall floors were polished and shiny, the walls clean and cream 

coloured. A wood-trimmed display case was filled with trophies and 

pictures, another one had a sign saying that someone could do 

sewing. A long table was piled high with used clothing. We looked 

at the bulletin boards outside the office. Mick commented on the 

m a n y  notices in different languages. He told me that this had also 

been the case when the project research was done in the eighties. 

Particular languages that stood out were chinese2, Vietnamese, and 

Portuguese, Mick said that in the past there had been an issue 

about the cost O£ translating notices. As we walked further d o m  

the hall there was a plaque with an inscription of the names of 

honour role students for 1996. We both commented that the majority 

of the names were Vietnamese or Chinese; there were few Mglo- 

Saxon names on the list. 

I: had an opportunity to hear a former Director of Education 
of the Toronto Board, speak about programs and policies of 
the Board. He said that it is policy to have most Board 
documents translated into the eight to ten main languages of 
the parents in the schools. This meets the language needs of 
over 80% of the parents. However, he noted there are 76 
different languages represented in the schools. (field notes, 
May 26b, 1998) . Over seventy percent of Bay Street School 
students speak a language other then Ehglish as their home 
language. (Toronto Board of Education, 1996-97 Profile)- 

As I wrote this piece, I r e c a l l e d  the names of students who 
r e c e i v e d  awards i n  Robert  Maclean's tirne. Some of the awards, 
l i k e  the award f o r  good a t tendance  in the 1870's had only 
been only for boys! I wondered if this was because  girls were 
expected t o  stay home if their p a r e n t s  needed them. 



Further d o m  the hall there was another plaque that had a list of 

what subsequently proved to be the various community connections 

that Bay Street School has with different organizations and clubs. 

These organizations sponsor programs in the school, such as the 

nutrition programs. 1 had a very hard time reading the names 

because of the way they were inscribed and the colour O£ the 

plaques. 

Bay Street School has 41 community partnerships. In addition, 
there are collaborative programs with comunity/social 
agencies, including health services and recreation (Toronto 
Board of Education, 1996-97 Profile). 

Only rnuch later did 1 begin t o  understand t h e  e f f o r t  t h a t  
goes i n t o  obta in ing  and maintaining a l 1  these  partnerships .  
S t eve  spends a great  deal of time on these a c t i v i t i e s .  S t eve  
even joked one day t h a t  he had been out " w i t h  his dog and 
pony show" making connections w i t h  an  insurance company 
(field no te s ,  September 11, 1997). 1 l a t e r  found out than an 
insurance company had dona t ed  $20,000 t o  the school . I 
wondered if t h a t  was the  same company. That rnoney was used 
f o r  different t h ings ,  mainly computers, books, etc. ( f i e l d  
n o t e s ,  June 8 ,  1 9 9 8 ) .  

Through a glass window and an open door 1 could see into the 

school office. There were three secretaries lined up in a row, al1 

seemed to be busy. There was a white board display with a list of 

two weeks worth of activities on it. 1 noticed that a delegation 

£rom Sweden had corne the previous week. As the superindent said: 

"It is one of the delights, you do get to work with the world in 

this city." (field notes, May 26b, 1998) 

On May 26, 1998, a group of Egyptian educators on a UNICEF 
project came to the school as part of an orientation to the 
Ontario school system. They were welcomed by the acting 
principal with the words; " ~ a y  Street School prides itself on 
being a community school. The community can be nearby, or as 
far away as E g y p t . "  (field notes, May 26, 1998) 



We went into the office and were met by one of the vice principals 

who thought we were part of a parent organization- However, as 

soon as he heard Mickfs name he realized that we were there to 

rneet the principal. He introduced himself. He is originally f r o m  

Hong Kong. The principal had said in a telephone conversation with 

Mick that a vice principal had been a teacher in Hong Kong. 

Mick asked him "Where are  y o u  from?" - I wondered i£ the vice 
principal was offended by this. 1 find t ha t  since I have corne 
t o  Toronto, my sensi t ivi ty  to immigrants' sensitivity to  th i s  
question has  been heightened. 

The vice principal told us that the principal would be a couple of 

minutes. We spoke to one of the secretaries who has been working 

at the school for 22 years. She remembered Mick and Jean's 

participation in the school, and the research in the past. She had 

been working in the library at that t h e ,  and jokingly told us 

that she had "worked her way dom to the office". 

At 9 : 3 0 Steve, the principal, brought us into his office. It was 

not as large as 1 had expected of an old school, and in comparison 

to other schools I have visited. Mick and 1 sat on a couch, a 

coffee table in front of us. Steve sat in a leather wing chair and 

offered us coffee. While he got the coffee, 1 had a chance to look 

around his office. 1 noticed an air conditioner, or heater. There 

were two teddy bears at my feet, a pile of books on the desk, 

photos and plaques on the walls, a framed diploma from OISE, and 

books on his shelf that looked like manuals. The blinds were 

tightly drawn, and it was very quiet. 

The outlines of children were barely visible through the 
dram vertical blinds. I could hear voices,  b u t  not see them. 



T h e  

La ter ,  a s  we l e f t  the  school, I a l so  did not see  children. 1 
peeked i n t o  the library and i t  was  empty. 

In m y  f i e l d  no tes  of t h a t  day 1 wrote t h a t  it f e l t  like a 
"Ghost School ". 

O n  o ther  occasions, the h a l l s  have been s o  f i l l e d  w i t h  
ch i l d ren ,  parents,  grandparen ts ,  tha t I could hardy move 
( f i e l d  no t e s ,  December 17, 1997). 

Principal  ' s  School Programs 

Steve talked to us about Bay Street School for about 45 minutes. 

He discussed the schoolts connections with York University, 

particularly in teacher based research and a teacher inquiry 

project. His staff was actively involved in teacher research in 

"work groups". They were also involved in an international project 

with Swedish teachers. He told us how different the school system 

was in Sweden. An inner school in Sweden means a wealthy school 

with many resources, because only the wealthier people can afford 

to live in the inner city, and that this was the reverse here in 

Toronto. 

1 found myself wondering i f  the  teachers were really in  t o  
teacher research o r  if i t was imposed £rom above. Clandin in  
and C o m e l l y  (1992) ques t ion  if i t  is n o t  another duty p i l e d  
on an already overworked classroom teacher, r a t h e r  than a 
form o f  professional  developmen t . 

A l  though the principal  s t r e s sed  the  s i g n i f i c a n c e  of teacher 
research groups, Pam seldom spoke to me about her group. 

Steve spoke about Bay Street School's ~nternational Languages 
Program. It is one of the largest available anywhere. They 
offer Cantonese, ~andarin, Portuguese, Vietnamese, Spanish, 
Black cultural language, and recently, Arabic. The Arabic 
language program was instituted to meet the needs of the 
changing community in the area. Since the Arabic program was 
offered at Bay Street the percentage of Arabic speaking 
people in the community had increased. Steve said the 
International Language Program plays a vital part in the 
school "because O£ the importance O£ reconnecting children to 
their culture and history". The superintendent spoke about 



what he termed 'first language prograrns" for students and 
parents. He said, "We want our parents and students to keep 
their first languages as we see it as important linguistic 
stock.,.. We are also interested in helping parents who are 
not literate in their first language. Literacy in their first 
language will help develop literacy in a second language." 
(field notes, May 26b, 1998) 

S t r i k e  a b l o w  fo r  Jim Cummins  research (1989) which seems t o  
have a f f e c t e d  Board po l icy !  m i l e  many educators and p o l i c y  
makers in  the United S ta t e s  are r e f u s i n g  t o  recognize  the 
in  terconnectedness O£ li teracy i n  first and second languages 
(Soto, 1997)  , t he  Toronto Board has made t h a t  l i n e  of 
th ink ing  i n t e g r a l  t o  development of language p o l i c i e s .  

A t  the  t h e  of wri t ing  this s e c t i o n ,  on June 2 ,  1998, 
Cal i forn ia  had adopted Proposi t ion 227 which w i l l  e f f e c t i v e l y  
e l imina te  b i l i n g u a l  programs. In other par t s  o f  the U S  
success f  u l  b i l i n g u a l  programs are  being termina t e d  (So to ,  
1997) . I wonder if the present  government w i l l  maintain the  
language p o l i c i e s  t ha t  promote the learning of and r e t e n t i o n  
o f  first languages? As 1 l ook  a t  some o f  the new curriculum 
guide l ines  (Ontario, 1998) I have a f e e l i n g  i t  w i l l  n o t  be a s  
important a n  i s s u e  a s  i t  w a s  t o  t he  previous government . Then 
what happens t o  these  programs t h a t  have been so c a r e f u l l y  
nurtured a t  Bay S t r e e t  School? 

Unlike some schools which offer international languages on 

Saturdays, or after school, Bay Street School, at the present 

time, has integrated the International Language Program into the 

school timetable by extending the day half an hour (Toronto Board 

of Education, 1996-97 Profile). A~so, unlike many schools, Bay 

Street has enough room to enable the international language 

teachers to have their own rooms. Over 75% of the internationztl 

language teachers in the school were certified teachers in their 

native countries. In P m ' s  class, international languages are 

scheduled in morning hours. Some of the regular classroom teachers 

feel that timetable decisions are made that reflect too much 

consideration of these language programs and not enough about 

other areas of the curriculum (field notes, January 8, 1997; 

January 20, 1997) - 



I was surpr i sed  t h a t  in this school  space seemed t o  be 
a v a i l a b l e  for a l 1  i n t e r n a t i o n a l  languages teachers  t o  have 
their o m  rooms - I l a t e r  learned t h a t  the enrol lment  had been 
a s  high a s  1,800 s t u d e n t s  a t  one t h e ,  and was now around 600 
( i n t e r v i e w ,  ~ p r i l  15, 1997) .  No wonder there was space! 

Grace Feuerverger (1997) explored the marginalization of 
international languages teachers. One particular way 
Feuerverger constructed marginalization was physically, in 
terms O£ space. International languages teachers seldom have 
their own rooms. They usually have to go £rom room to room 
with tubs in their hands- The classroom teachers who share 
their rooms often object to them being there, and leave notes 
to them about leaving the room cfean. 

A s i m i l a r  s i t u a t i o n  exists wi th ESL t e a c h e r s  who u s e  
teachers '  c lassrooms on Saturdays and evenings. men I d i d  
research  a t  an a d u l t  ESL s i t e  ( H e ,  P h i l l i o n ,  & Beach, 1999)  I 
n o t i c e d  s i g n s  t o  c l e a n  up the  room l e f t  f o r  t h e  ESL t e a c h e r .  
P m  a l s o  f e e l s  the ESL teachers  who u s e  her classroom do  n o t  
c l e a n  up  proper ly ,  and touch m a t e r i a l  t h e y  should not  t o u c h .  
She has repor ted  t h e s e  problems t o  the p r i n c i p a l ,  b u t  they 
p e r s i s t  ( f i e l d  n o t e s ,  Apr i l  23, 1 9 9 7 ) .  

A t  one s t a f f  mee t ing ,  the pr inc ipa l  d i scussed  I n t e r n a t i o n a l  
Language programs and teachers .  He s a i d  t h o s e  teachers  a r e  
paid by the hour ,  n o t  paid f o r  prep,  n o t  paid f o r  sick days 
o r  h o l i d a y s ,  and ( a t  t h a t  t h e )  had n o  c o n t r a c t .  H e  o b j e c t e d  
t o  this s i t u a t i o n  a s  he sees I n t e r n a t i o n a l  Languages Programs 
a s  " important  t o  t h e  i n t e g r i t y  o f  the schoo l ,  the  way the 
school s e e s  i t s e l f ,  the v i s i o n  the school  h a s  o f  i t s e l f "  
( f i e l d  n o t e s ,  ~ a r c h  19 ,  1997) .  

Now this is i n  d i r e c t  con t ras t  t o  P m ' s  be l i e f .  She does n o t  
feel the need for i n t e r n a t i o n a l  l m g u a g e s  programs a s  they 
are s t r u c t u r e d  now ( f i e l d  n o t e s ,  January 8 ,  1997) .  She feels 
a l 1  chilàren should be exposed t o  a l 1  c u l t u r e s ,  n o t  o n l y  
t h e i r  n a t i v e  c u l t u r e s  ( f i e l d  n o t e s ,  May 20, 1998) . 
1s this what Jean and her students were saying at AERA (1997) 
about "counter stories" (Nelson, 1995) ? Are Pm's story and 
the school story in opposition, or counter, to each other? 

Steve spoke about the clash of cultures that occurs between 

parents and children as children become more Canadianized and 

parents maintain their traditional values. In 1995 some students 

£rom the East Asian community who attended Bay Street School were 

leaving home; this was becoming a major problem. The school 

brought in the parents to discuss the situation. Steve said that 
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"the conference room was filled to overflowing with parents". 

There was a certain reluctance to talk about the problems that 

these  parents were having with their children, particularly with 

people in authority, meaning the people in the school. At the same 

time they had opened up a dialogue. From this dialogue the 

"Community Homes Project" had developed. The Community Homes 

Project set up a home in the neighbourhood with a Caribbean wornan, 

a single parent who had a daughter in the school. She had a 

bedroom available for children who needed a place to stay. This 

space was available if the parents, the student, and the woman who 

had the home, agreed that t h a t  was the thing to do. The student 

could stay there until the situation was resolved. They had 

originally thought of having a variety of di£ferent culturesf 

homes. Then they thought they could not do that, so they made one 

home available. Steve felt this was a proactive approach. People 

had to be working on their problems. men if they did not use the 

home, having this space available made it so that the parents and 

the students could begin to talk together. 

I could see Steve p r i d e d  h i m s e l f  on this proactive stance 
towards problems in  the school. 1 f e l t  he had his finger on 
the  p u l s e  o f  the community, and had the resources, know how, 
and connections t o  g e t  things done. 

Steve said that children who were having problems at home still 

came to school. He stressed that there is a very high attendance 

rate at the school. He used this as an example of the school 

philosophy: Bay Street School, Mhere You Belong. This orientation 

towards the community was something that the former principal had 

intended to do, but Steve said that 'it had not stuckM- With him 

as the principal for the past four years the programs were 



beginning to stick. He saw one of the differences being that the 

teachers were no longer the ones who had to do everything. 

Teachers did not have to be social workers. The teachers main 

obligation was to teach. The extensive community network that he 

and others developed as partnerships provided support for parents, 

students and teachers. 

The counter s t o r i e s  cont inue.  P m  feels  t ha t  there is too 
much community connection. She s a i d  " W e  have t o  do so much 
w i t h  the community it is n o t  like a school." (field n o t e s ,  
June 5, 1998) 

Steve said that the strong community orientation could cause some 

problems for students who moved from the middle school to high 

school. The students were in a middle school of about 250 students 

(of over 600 in total in Bay Street School). After graduation they 

moved to a school like Central Tech with 2,500 students. In the 

large, impersonal high school students could becorne l o s t ,  they 

sometimes could not figure out the relevancy of school tc their 

lives. Bay Street is attempting to make more connections with the 

high schooL. They are also trying to find other schools for their 

students to go to for their secondary schooling. 

Steve discussed two different approaches to the commwnity service 

middle school students are required to do. One is career based and 

one is issues based. In Bay Street School the focus is more on 

issues based work- Students might work at a shelter, a £ood bank, 

a clothing bank, or an old folks home. He is less inclined to have 

students work in businesses, for example a garage. They had on- 

going debates about this in the school, but for now students were 



involved in more issues based community work. Steve wants students 

to have a recognition of what is going on around them- 

I wonder how parents feel about t h e  communi t y  work? Some 
l i  tera ture  s t r e s s e s  that  some newly immigrated fami l i e s  have 
a voca t ional  or ien ta t ion  towards school ( ~ a l d é z ,  1996) - 
P m  i s  concerned about the ever-growing school -business 1 inks 
fostered i n  education ( f i e l d  n o t e s ,  September 16, 1997) . 

In a s t a f f  meeting, a teacher ra i sed  the  question o f  how t o  
evaluate  the c o m u n i t y  serv ice  t h a t  the  schooi requires .  The 
person said this was a l eg i t ima te  concern shared by o t h e r  
teachers i n  the school . How do t h e y  eval ua t e  the communi t y  
work? How do they communicate this evaluation t o  parents? 
How does i t  fit wi th  students'  academic p r o f i l e s ?  Another 
teacher to ld  me i t was a l e g i  t imate  academic concern bu t  
because i t  had something t o  do w i t h  the  community the  school 
didn't want  t o  deal w i t h  i t .  ( f i e l d  no tes ,  October 7 ,  1997) 

At the end of this part of the meeting, Steve discussed "The Wrap 

Around Project" a project developed to support families and family 

members. He also mentioned n e w  projects that a committee was 

planning. The committee was planning an integration of services in 

which they would have child care, a£ter school care, nutrition 

programs and recreation programs al1 serviced from the school. He 

also mentioned that he is involved in the Principals ~ssociation 

and regularly gives feedback to them about these different 

programs. 

I am feeling overwhelmed. 1 am t r y i n g  t o  th ink  about 
everything that happened today. It was l i k e  a barrage of 
eventç .  Steve portrayed an incred ib le  complexity o f  the 
school . Sorting through what he  brought up today w i l l  t a k e  a 
long t ime.  Mick pointed out  in  t h e  conversation tha t  we had 
afterwards that  I won't ever be  ab le  t o  s o r t  through i t  a l 1  
(interpretive comments from field notes, November 27, 1996). 



Addi t i onal School Programs 

Steve had told us about some of the programs in the school, 

particularly those related to community involvement. He had 

presented an image of Bay Street School as being a bridge to the 

various cultures, as being a mediator between parents and 

students, and as being proactive in connecting to the community. 

As 1 thought on what Steve had said, 1 realized that he had told 

us about programs that reflected particular aspects of the Bay 

Street School story--connected to the community, working with the 

community needs and interests, facilitating and developing 

comrnunity programs--not about general school programs. 

The following list of programs is £rom a Board document. "Bay 

Street School offers the following programs and services to 

implement the curriculum and meet the needs of its students and 

local community": (Toronto Board of Education, 1996-97 Profile). 

Literacy and Numeracy 

Reading Corner (Gr. 1-3) 
Reading Buddies (K-Gr. 8) 
Borrow-a-Book (K-Gr. 6) 
Summer Connections: Summer literacy program (Gr. 1-61 
Math Science Investigations (Gr. 1-8) 

English as a Second Ldnguage Support 

Team Teaching with ESL staff 
First lang-uage tutor/rnentors for the newly arrived ESL students 
Bilingual CO-op students support in After-4 programs 
New Immigrant Kids support program 



Arts Programs/Activities 

Music: Special Instrumental Music for al1 Junior students twice 
a week, speciaf staff for programming through grants for arts 
appreciation (K-Gr. 8) 
Integrated Arts : (K-Gr. 8) 

Food and Nutrition 

Breakfast Program 
Snack Program 
Lunch Program 
Lunch Activities Program 

Open to al1 students and community mernbers, mothers with toddlers, 
pregnant women. Supported by grants and donations. 

A f t e r r - 4  Programs 

Primary French classes 
Clubs : Homework, Chess, Creative Drama, Cooking, Table Tennis, 
New Immigrant Kids, Cultural Dance 
Community Tutoring 
~upports/games/swimrning in conjunction with West 
Childrenfs Services 

Co-and Extra-Curricular Activities 

Team sports: house league and intramural al1 year 
Evening Student Programs to age 16, supported by West 
Child.renfs Services 

Other Programs and Services 

School Safety: Anti-~ullying, Peer Mediation 
Equity Initiatives: Equity Conferences, Inclusive School 
Curriculum 
Mentoring program 
In-class paraprofessional support 
Secondary school CO-op students 
Clothing exchange 
Community Cooking 
Parent Centre 

Staff Development 

In 1996-97 Bay Street staff received specific in-service in 
Computer Literacy. 



S m a r y :  Autobiography, Theory, and m e r i  ence 

In Part One (chapters one and two) 1 focused on the 

autobiographical and theoretical roots of my inquiry. In order to 

contextualize my work 1 brought forward understandings of the 

impact of my personal narrative on rny inquiry, and the way the 

literature had shaped my thinking about multicultural education 

prior to my research in Bay Street School. 

In Part Two (chapters three, four, and f ive) 1 focused on place, 

the community landscape, and temporality, the history of the 

school and the programs presently in the school. Place and time, 

two dimensions of a narrative inquiry (Clandinin & Connelly, in 

progress) were essential to explore in order to contextualize my 

work, and to provide a ground for developing understanding in the 

inquiry . 

In Part Three (chapters six and seven) , which follows, 1 focus on 

the third dimension of a narrative inquiry, interaction. In 

chapter six I describe entering Bay Street School to do research, 

and my beginning relationship with P m .  In chapter seven 1 

describe sharing a research text with Pam. In both these chapters 

there is an intimate quality reflective of the way 1 feel about 

Pam. As the work continues later in Part Four (chapters eight, 

nine, and ten) 1 £ocus directly on P m ,  and her teaching. In Part 

Five (chapter eleven) 1 focus on rny new understandings O£ 

multicultural education and future plans for narrative research in 

multiculturalism. 



' When 1 first wrote this section 1 said that the school was positioned "in 

the heart of the neighbourhood". In reading this, Mick questioned the 

positioning of the school in that way. He felt it was not an accurate way of 

denoting where it was in the neighbourhood. 1 subsequently changed it to 

"metaphorically positioned in the heart of the community". Later, 1 read the 

work of Edward T, Hall, The s i l en t  language (1973) . In this book Hall 
discusses how tirne and space are perceived differently in different cultures. 

1 was aware of this notion prior to reading the book. However, another point 

he made helped me understand why 1 position Bay Street School in the middle, 

or in the heart of, the community. Hall says that we tend to visualize space, 

and the relationship between spaces in terms of persona1 relationships 

(theoretical memo, June 20, 1998). 

For me, the community is the people in the school, and the school is the heart 

of the community. Al1 distances are calculated in those tems, al1 reference 

points are made in those terms- Al1 my "markers" of the area are frorn personal 

relationships. Where we had tea and cake is "a £ive minute walk down the 

Street beside the school". Whexe we have had lunch with other teachers several 

times is 'frorn the school door turn right, then walk a block". The area nearby 

is "where we walked on our field trip to the Pan Festival". The hotel is 

"across the school grounds where the n e w  little girl lives". 

A srnall point, but interesting to me in thinking about time and space. 

The students in the school speak both Mmdarin and Cantonese. The written 

form of the language is the same. 1 refer to the written form as Chinese. 



P a r t  Three: Narrative Inguiry in a Multicultural 

Landscage 

Chagter VI 

One Story I Can Tell of Becoming a Narrative 

Inquirer in a Multicultural Landscape 

Inquiry Terms: Interaction 

In previous 

"place" and 

School, and 

chapters 1 delved into the narrative inquiry terms of 

"temporality". You traveled with me to Bay Street 

explored the physical landscape in which it is nested, 

the sweep of history in which it is embedded, 

that currently express the school philosophy. 

you briefly met some of the characters on the 

and the programs 

In previous chapters 

school landscape 

(both past and present, xeal and "fictional"), and some of the 

characters off the school landscape, that impact the life of my 

inquiry. You have had fleeting glimpses of my participant, P m .  

You have learned a little, perhaps more than a little, about me, 

the inquirer. You have probably asked yourself questio~s about 

what 1 am doing in the inquiry and in the writing. 

In this chapter I focus on the third tem of a narrative inquiry, 

"interaction", the personal and social dimensions of a narrative 

inquiry. Although this term permeates other parts of this work, it 

is foregrounded in this chapter where 1 begin 

stories £rom Pamf s classroom, and in chapters 

1 share more classroom stories. 

to narrate selected 

eight and nine where 



Clandinin and Connelly (1994) following Dewey's notion of 

interaction (1938) focused on what they called four directions in 

any inquiry: inward and outward, backwaxd and forward. In their 

book entitled Narrative Inquiry (in progress ) they further discuss 

the tenn interaction: by inward they mean towards interna1 

conditions, feelings, hopes, aesthetic reactions, moral 

dispositions. By outward they mean towards the existential 

conditions, that is, the environment. By backward and forward they 

refer to temporality, past, present and future. Keeping this term 

in mind not only helped me select which stories to tell, but how 

to analyze them as well. For Clandinin and Connelly, to do 

narrative inquiry: 

is to experience it simultaneously in these four ways and to 
ask questions pointing each way. The researcher asks 
questions, collects field notes, derives interpretations, and 
mites a research text that addresses both persona1 and 
social issues, by looking inward and outward, and addresses 
temporal issues by looking not only to the event but to its 
past and to its future (chapter 4). 

In this chapter 1 exercise a writersr prerogative and change the 

focus of my writing. 1 turn inward in the inquiry, inward in time, 

to multiple time periods, inward in place, to behind the doors of 

my participant's classroom, inward in ref lecting, to who 1 am as 

an inquirer, inward in understanding, to how 1 see (saw) my 

participant, and inward in reflecting on interactions between 

time, place, myself and my participant - 

A photographerrs close up focus on something in the foreground 

means the background seemingly blurs. A t  the same time a focus on 

one particular thing can illuminate the surrounding landscape. In 



this section 1 take a close-up look, and zoom in on the beginning 

of my relationship with m y  participant. In zooming in on rnyself 

and my participant, 1 reveal much O£ the school landscape as well, 

and interactions on the school landscape. To do this, 1 do not 

show you a series of photographs, but 1 do tell you a series of 

stories. These stories are about becoming a narrative inquirer. 

There are multiple stories I could tell of becoming and being a 

narrative inquirer. This is the one 1 choose to construct at this 

tirne, for this purpose. 

In this story/paper/chapter (story for me to share with Pam, paper 

written for AERA 1998, and chapter of rny dissertation) 1 share 

field texts, the raw material £rom my experiences in the field in 

the form of field notes, joumals, etc., and research texts, 

various pieces crafted from reflecting on and writing about the 

field texts compiled during different time periods of the 

research. Included in the overall story are small nested stories 

that contain further smaller nested stories (see Lyons, 1990, for 

a discussion of nested stories). The field texts and research 

texts shed light on the beliefs 1 held to, clung to, as 1 entered 

the research, and the development of the relationship b e t w e e n  

myself and my participant. These beliefs had been somewhat 

reinforced in my work witn out-of-country certified teachers. In  

some ways that research had set the stage for what 1 expected of 

Pam. Looked at from a different angle, these beliefs also shed 

light on some of the nulticultural literature 1 have read. 

This story is also the beginning of rny attempt t o  communicate the 

profound effect that this relationship had on my evolving beliefs, 
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belie£s about research, beliefs about teaching and learning, and 

particularly, beliefs about multiculturalism. The story creates a 

context for understanding sorne aspects of my process of becoming a 

narrative inquirer, and brings forward some themes that 1 will 

return to in other sections. 

Roller Coaster R i d e  

At the beginning of this inquiry 1 experienced a situation that 1 

later described to P m  as a "roller coaster ride, like being 

turned upside down and shaken" (journal entry, January 20, 1997). 

In the initial phase O£ this inquiry 1 struggled to understand 

Pm's practice, to make meaning O£ her views. 1 compared and 

contrasted what 1 imagined I would do in the classroom, and how 1 

would interact with the students, with what 1 saw her doing. 1 

felt Pam was hard on the students, she did not encourage me to be 

with them in their groups, or to talk with them individually. 

However, towards me, Pam had what 1 thought of as an "open door" 

policy; 1 was invited to come to her classroom at any the, and 

warmly welcomed whenever 1 did. The contrasts between rny feelings 

about Pam as a teacher and Pam as a person puzzled me. The 

contrasts between rny feelings now, and my feelings then, are 

explored in this chapter. 

As I began to tune into the possibilities of this particular 

inquiry, in this particular t h e  and place, 1 began to question 

who 1 was in the inquiry, and to purposefully reflect on where my 

ideas had come from, and how they were contributing to the tension 

1 was experiencing. For me, the process of becoming a narrative 
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inquirer was (is) not a smooth process. It was (is) akin to being 

on a roller coaster, a long, slow, uphill ride, the expanding 

horizon as you climb towards the peak, the exhilaration of rnoving 

quickly towards an opening vista, the feeling of euphoria as you 

reach the peak, whoosh dom, and begin the climb again, 

accompanied by £eeling nervous, apprehensive, and excited at the 

san-te tirne. 

There were times I felt stretched between what felt like opposing 

forces pulling against each other while I was on this roller 

coaster ride. The opposing views created a tension' that became the 

driving force of the early stage of my inquiry. This tension 

caused distress, but it propelled me to become deeply involved in 

trying to understand my participant and to figure out the dilemma 

1 was experiencing. I had many conversations with people, 

particularly Mick, my supervisor, read everything 1 could2, and 

wrote copious field notes, journals, theoretical memos, 

reflections and imaginative pieces where I explored the tension 1 

was feeling. 

The conversations, reading, and writing contributed, but it was 

primarily my relationship with Pam that a l l o w e d  my attitude to 

soften, my de£enses to crumble, and my heart to open. This 

relationship developed through spending long periods of time in 

the school and engaging in a "rurining dialogue" with her that 

began the first moment 1 set foot in her classroom, and continues 

to this day. We discussed students, parents, curriculum, teaching, 

learning, and education. Aspects of our persona1 lives were 

gradually interwoven into conversations about our professional 
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lives. H a n d  in hand with begiming to know P m  as a person, 1 

began to know P m  as a teacher. I came to deeply respect her 

practice and her knowledge. 1 came to trust P m  and appreciate 

what she had to offer students, parents, school and community. In 

this process P m  was teaching me about becoming a more open, more 

flexible, more inquiry oriented researcher. In this process 1 came 

to trust narrative inquiry and appreciate how this approach 

contributed to understanding my participant, life in her class, 

the school and the community, and multicultural education. 

In the following section 1 share a story 1 crafted based on field 

notes written after my fourth time in the school, my third 

classroom visit. This story begins to reveal the ups and doms 

which led me to think of the inquiry as a roller coaster ride. 

Seven Minutes of Silence 

Pam moved from her desk at the back of the room and sat 
dom in what the children cal1 "the teacherrs chair". 
The children were gathered cross-legged on the scrap of 
faded blue carpet - Pam said she was going to read them a 
poem. The name of the poem was A Song by the Hearth. She 
wrote the word heaxth on the board in careful cursive 
script. She asked the students to tell hex what the word 
rneant. There were a few puzzled looks and then valrious 
children shouted out answers: a Song miter, somebody 
who makes things, a musical instrument, somebody who 
makes musical instruments. None of the answers were 
correct. Pam told them "Think! 1 don't want you to j u s t  
Say anything. 1 want you to use your brains!". They sat 
there. 1 looked at the clock. 1 noticed rnany children 
were beginning to fidget. Some shifted their legs. 1 
heard coughing and sighing. No one said a word. 1 looked 
at the dock again. 1 f e l t  the squirming increase. Seven 
minutes went by with total silence in the classroorn. 

A little boy suddenly stood up and got a dictionary f r o m  
a large rack of dictionaries of different sizes and 
types behind where P m  sat. P m  said, "Well that is 
good, Jaumaal, at least you are thinking". Slowly, the 
rest of the children got up, went to the rack, and took 
d o m  dictionaries- Individually and in pairs they 



thumbed through them and discussed various meanings. 
Some read the meanings aloud, stumbling over the 
pronunciation of words. Some appeared to have looked up 
a different word. Many continued to look puzzled. 

P m  read the poem. The students listened. She opened the 
book to the picture and asked the students, "What is 
this?", and pointed to the fireplace. The students 
shouted "fireplace". Then she asked "What is this?", 
and pointed to the area in front of the fireplace. Not 
one of the students responded with the word heaxth, the 
word which was written on the board, which they had 
looked up in the dictionary, and which they had 
discussed with other students. Eventually one child 
whispered "hearth". 
(field notes of class observation, December 12, 1996) 

The following is a slightly edited journal eiitry written one day 

after 1 wrote the field notes on which the above story is based, 

Eînerging Tensions 

I have been w i t h  Pam t h r e e  t imes  now and 1 feel t h a t  
there i s  a discrepancy between the  t h i n g s  she b e l i e v e s  
in ,  and the  way she a c t s  wi th the s tuden t s ,  and the 
t h i n g s  I b e l i e v e  in,  and the way I would a c t  w i t h  t h e  
s t u d e n t s .  T h i s  has crea ted  t ens ion  w h i c h  i s  i n t e r n a 1  
w i t h  me  (I can no t  t e l l  i f  P m  fee ls  any  o f  this) . I 
don ' t know i f  the t e n s i o n  I feel i s  apparent t o  h e r .  

An example o f  this happened yes terday  in  the school .  The 
s t u d e n t s  had tu s i t  there f o r  seven minutes a s  she t o l d  
them t o  "think about the meaning o f  hear th" .  I have 
never experienced t h a t  a s  a teacher .  I ca l cu la t ed  t h a t  I 
would l a s t  about thirty seconds b e f o r e  I would s t a r t  
g i v i n g  them some hints about the word. I k e p t  l ook ing  a t  
the c lock  and m y  watch. I could no t  believe how long  one 
minu te ,  two minutes ,  three minutes  f e l  t . Seven minutes 
was an e t e r n i t y !  I a l t e r n a t e d  between feeling r e a l l y  
worried about doing r e search  w i th  P m ,  t o  f e e l i n g  this 
i s  research and n o t  everybody is going t o  be the same a s  
me, t o  worrying about the s tuden t s ,  g e t t i n g  a h o t  i n  my 
s tomach . 

I had a meeting, if you can c a l 1  m i n g  i n t o  M i c k ' s  
o f f i c e  and throwing m y s e l f  in  a cha i r  a meeting, about 
my f e e l i n g s  a f t e r  the seven minutes of silence. M i c k  
suggested t ha t  I exp lore  my m o t i o n s  around this i s s u e .  
I feel s t rong l y  f o r  chi1 &en. 1 f e e l  s t r o n g l y  f o r  
children from o ther  c u l t u r e s ,  e s p e c i a l l y  the ones who 
a r e  s t rugg l ing  w i t k  the language. M y  f e e l i n g  is t h a t  i t 
i s  important t o  l o v e  the children, and care for them, 
and l earn ing  w i l l  come from t h a t .  



I also felt a sense of being imprisoned as a 
researcher/teacher. As a researcher I feel there i s  a 
certain way 1 have to be in the class. I have to fit in 
with the teacher's way of doing things, do things as she 
sees that I should be doing them, and at a Pace with 
which she is cornfortable. As a teacher I would be more 
going out to the students, asking them questions about 
their work, and doing things with them. I would be 
dropping hints about difficul t vocabulary, drawing a 
hearth on the board! So there is a tension. I hope it is 
a productive tension, not an unproductive tension. 
(journal entry, December 13, 1996) 

As 1 later reflected on the story "Seven Minutes of Silence" and 

the journal entry "Emerging ~ensions" from the vantage point of, 

amongst many things, more time in the school and a strong 

relationship with Pam, 1 began to realize that even before the 

inquiry had begun, before 1 was critical and judgmental, 1 had 

thoughts of what it would be like to work with someone, "my 

participant". 1 had expectations, hopes and deeply embedded 

desires about the kind of participant 1 would have, and how 1 

would engage in the inquiry. 

In the following section 1 share a piece of dream-like/re£lective/ 

imaginative writing which begins to shed light on what 1 secretly, 

deeply, desired in my participant. On May 15, 1997, 1 went to a 

pan (the traditional drurn music of the Caribbean) festival with 

Pam and her students- It was the first tirne 1 had heard pan Iive 

and it made a strong impression on me. 1 wrote field notes after 

the event, but later felt compelled to express something that had 

happened because 1 had been to the festival. In reflecting on the 

festival 1 became aware of my thoughts about "my participant". 1 

originally wrote this piece three weeks after the festival, 



however 1 have returned to it, reflected on it, and revised it 

rnany different thes- 

Koto to Pan 

As you read this t e x t  imagine a darkened stage, very s o f t l y  in the  

background Ko to (c lass ical  Japanese) m u s i c  is playing . 

Faintly in the darkened corner of the stage the 
silhouette of a woman begins to fom, taking shape £rom 
wisps of shadow. She emerges in profile, small, with 
long dark hair. Her silhouette is curved as in a 
supplicantts position; passive, quiet, pliant. She 
appears to be Asian. Koto music continues to play. It is 
becoming stronger and beginning to change slightly. As 
the strumming of the koto slowly changes, the dim 
shadowed figure of the woman flows forward. Her 
silhouette begins to change form and becomes more 
distinct. She becomes taller, broad shouldered. It is a 
v e r y  fluid process taking place in rhythm to the music. 
The stage begins to lighten, we begin to see the facial 
features of the woman. Slowly her features are changing 
£rom Asian to Black. Her long dark hair is becoming 
shorter and curlier. Her posture is erect, her shoulders 
are becoming straighter; her legs are becoming longer, 
more muscular. The entire stance of the woman is 
changing as the music is changing tone and tempo. She no 
longer looks like a supplicant, she looks confident, 
resilient, demanding. The music has changed £rom koto to 
pan. One hand on her hip, she stares at the audience. 
Pan fills the room, louder and louder and louder. 
(reflective writing, June 8, 1997) 

Koto to Pan is a private story, somewhat difficult to acknowledge 

personally, certainly difficult to tell others. 1 am not sure why, 

but it speaks to me in some profound way, perhaps because this 

piece of writing cornes £rom somewhere deep inside. Insights gained 

from writing and reflecting on this piece have been hard-won, and 

of ten f illed with anguish. Dreams, or day-dreams, are seldom 

revealed in a public forum, they are not often used as research 

texts- 1 feel consternation and embarrassrnent as I imagine what 



someone reading this text might think about my relationship with 

Pam, and the women 1 worked with before in my project with out-of- 

country certified teachers, and women 1 work with now. Some might 

be offended by what might be construed as a racist depiction of 

women of colour. Some might be shocked at my naiveté. Some might 

wonder what kind of researcher 1 am, and what kind of research 1 

am doing. Most might wonder why the piece of writing was included. 

How 1 story audience reception of this reflective writing depends 

on the level of relationship I imagine I have with them. 

As 1 reflected on Koto to Pan 1 saw that 1 originally wanted a 

participant who embodied characteristics of other women that 1 

worked with from other countries3. 1 imagined the woman 1 would 

work with; the Koto Woman 1 yearned for, someone 1 was comfortable 

with, someone who was familiar, perhaps someone from Asia, perhaps 

someone who spoke English as a second language, perhaps someone 

new to the country. Pam was a different character than the one 1 

had yearned for/dreamed of/envisioned. P m  was Black, larger, 

bolder m-d more confident, more questioning, more disturbing, more 

perplexing. Pam had been in Canada for m a n y  years, came £rom an 

English speaking country, and had strong opinions on the education 

of children. 

m e n  1 began the inquiry, 1 wanted to study the topic of immigrant 

teachers £rom a particular vantage point. The starting point of 

the inquiry grew out of my life experiences: growing up in an 

immigrant neighbourhood in Montréal, multiple moves throughout my 

l i fe ,  a commitment to issues of social justice that evolved during 

the 1960s, teaching English as a foreign language in Japan and 
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parenting my son through five years of education there in a 

language 1 could not understand, teaching immigrant   si an children 

in Vancouver, research experiences with immigrant teachers who had 

recently arrived in Canada, and strong persona1 and professional 

relationships with women of diverse backgrounds. This starting 

point shaped my views on who 1 was and could ber what 1 was able 

to see and to hear in the inquiry, and subsequently, who rny 

participant was able to be. Without being fully conscious of this 

initially, T later came to realize that my way of looking at the 

world, my way of being in the world, circumscribed the horizon of 

my understanding of multicultural education. Through my developing 

relationship with Pam, 1 was thrown into a reflective state. I 

became sensitive to the nuances of difference indicated in the 

piece, able to gradually expand rny horizon of undeustanding. 

There is much left to be unraveled in Koto to Pan. The more 1 

reflected on it the more 1 came to believe it revealed something 

of importance about who 1 was in the inquiry, and how who 1 was in 

the inquiry shaped what 1 wanted to see and could see. The aura of 

shadowing that pervades this dream sequence reflected the sense of 

mystery, and the darkness reflected the puzzlement that 1 was 

feeling in my research. In the use of music it hinted at my 

growing realization of the need to be silent, to listen closely, 

and truly, deeply, attend to my participant. The transition £rom 

koto to pan is significant. The slow, languid, fluid change £rom 

koto to pan indicated the need to be sensitive to P m ' s  unique 

qualities, mindful of the nature of difference. Koto to Pan begins 

to capture the cornplex sense of tension 1 experienced in the 



initial stages of the inquiry and also points to a significant 

transition. 

T h e  Quest for  Ms. Mu1 ticultural 

The tension 1 experienced in the initial stages of the inquiry 

contributed to questioning myself about the expectations 1 had 

brought into the inquiry, and prompted me to consciously reflect 

on where my ideas had originated. 1 came to realize 1 was on a 

quest4 for "Ms. Multiculturai". Ms. Multicultural is a 

personification of rny interpretation of a sacred story (see 

Crites, 1971, and Connelly & Clandinin, 1990, for a discussion of 

sacred stories) in the research literature on multicultural 

education. Ms. Multicultural is a wonderful example of the 

distillation of everything there is in the literature that affirms 

the need for more minority teachers in our school systems. Ms. 

Multicultural uses culturally relevant pedagogy, acts as a role 

model, empathizes with minority students because she has often 

undergone similar experiences, validates students' home cultures 

and languages, assists minority students to adapt to their new 

culture, and advocates for immigrant students and parents (see 

Beynon & Toohey, 1995; Graham, 1987; Ladson-Billings, 1994; and 

Su, 1996a, 1996b for discussions of the characteristics) . Al1 
students benefit £rom exposure to teachers fike the Ms. 

Multicultural for whom 1 was on a quest. 

Mul ticultural not only personif ied the sacred story the 

literature, she also embodied my ideology, my beliefs, and perhaps 

most importantly, my desires. My Ms. Multicultural manifested m a n y  
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of the characteristics of Koto Woman in the Koto to Pan piece, She 

was gentle, quiet, spoke English as a second language. Ms. 

Multicultural had al1 the attributes I believed were necessary to 

teach immigrant students, attributes I thought T had, also. Yes, 

1, too, was Ms. Multicultural (except 1 was not a woman of colour, 

not an immigrant, and did not speak English as a second language) . 

1 was on a quest for a participant who was Ms. ~ulticultural. Can 

you imagine P m  being handed that score to play out in life, that 

script to a c t  out, that stage to perform on in a school with 

students5? 

Bay Street School S t o r y  

The situation became more cornplicated as 1 began to know the Bay 

Street School story (see Clandinin & Connelly, 1996, for a 

discussion of school stories)- In my understanding the school 

lived a story very much like the one 1 had scripted for Ms. 

Multicultural £rom my experiences and £rom the literature. I found 

that my persona1 story of multiculturalisrn moved to the same 

rhythm as the Bay Street SchooL story. 1 saw my story ratified 

everywhere in the school, £rom art on the walls, to music in the 

halls, to books in the library; from the diverse teaching and 

support staff, to international language prograrns, to celebratory 

connections to the community like the Multicultural Festival, 

Comfortable with the school story, 1 was initially confused and 

puzzled by Pam's multicultural views. She thought there was no 

need for children to take international language classes. She did 

not think students should be taught a culture, that was something 
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that belonged at home. My views on multiculturalism, language 

maintenance and bilingualisrn, in sync with the school, collided 

with hers (see ~enzin, 1997, preface, for a discussion on how, in 

individual encounters, our larger cultural/gender/racial 

assumptions c m  disintegrate) . Pam did not espouse the virtues O£ 

multiculturalism as 1 interpreted them, or as the literature 

dictated them. Rather, she espoused something else, some quality 

that 1 could not define, initially resisted, and struggled to 

understand. 

Pm's story of nulticulturalism ran counter to the story of 

multiculturalism 1 brought to the school, my understandings of the 

sacred story from the literature, the school story, and the 

school's story of the community (see specifically chapter five for 

the school's story of community). In retrospect 1 realize 1 had 

inklings of this on my first visit to her classroom. The following 

is a re-creation of an excerpt of P m ' s  conversation £rom our 

first "running dialogue". 

1 am not really sure what the school's multicultural 
philosophy is. 1 know it is different than mine. 1 have 
gone to talk to the principal about this several times . 
1 have rnany B L a c k  children in my class, and there are 
many in the school. I dontt believe in coddling them. 1 
donf t believe in pampering them, I don' t believe in 
being namby pamby with them. The principal has dif£erent 
views on this, you know. 1 am very, very strict. 1 have 
really, really high expectations. 1 think that to treat 
them as di£ ferent, or make special considerations for 
them, is not the way to relate to the Black children. It 
doesn't matter that they are Black or whatever they are, 
they have to do the work. 
(field notes of first class observation, Dec. 4, 1996) 

Pam's story of rnulticulturalism was, I believe, viewed as 

diff erent not only Pam herself, but also s ome people the 



school. 1 heard people in the school speak of P a ' s  views on 

rnulticulturalism as being "different", "interesting", and "may not 

be the same as the views of other members of the Caribbean 

communityl . 1 was told " this has sometimes caused problems or 

conflicts in the school", and "some people had difficulty 

understanding Pm's practice". (field notes, November 27, 1996; 

field notes, September 16, 1997) 

As 1 got to know P m  she told me she was reluctant to speak up on 

sorne school policies, such as the scheduling of the international 

languages programs (in her case, mid-morning, Le. the prime time 

for teaching), as she had not been listened to in the past. P m  

rnainly voiced her concerns in conversations with a small group of 

colleagues who did listen. Some rnembers of this group shared 

similar concerns with me, as well as the view that their whispered 

voices would not be heard in the loud din of the sacred school 

story, In my experlence, forums for incorporating P m ' s  and 

other's dissenting voices in the dialogue on education are not 

readily available within existing structures in Bay Street School 

(see Fenstermacher, 1994, for a discussion of this notion as 

related to the media) . 

Conten t ious  Stories 

In the following slightly edited journal entry I tried to make 

meaning of P m ' s  story. Pam's story was not a "contending story", 

it did not carry much weight in the school (or initially with me) 

1 feel it was a "contentious story", one that brushed up against 

and irritated the sacred school story. In this brushing up it 
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illuminated the school story more clearly. It also challenged the 

school story, the school's story of the community, and rq- story of 

multicultural education- 

Interacting with Pam, being in her classroom, is 
challenging my beliefs about teaching, learning, and the 
meaning of multicultural education. Bay Street School's 
story of multiculturalism and my persona1 story of 
multiculturalism are in sympathetic coexistence. The 
school story of a place that meets the needs of diverse 
populations is in sync with my story of good teaching: 
bring culture to the forefront, make culture the 
curriculum, let the joys of multiculturalism pevvade the 
atmosphere. P a ' s  story is in opposition (although 1 
much prefer the notion of her story brushing up against 
my story) to my story of teaching as much as it is in 
opposition to the school story. mile these contentious 
stories coexist on the same landscape, P m  feels that 
her story is stifled. This may be becau-se it is so much 
in opposition to the prevailing school story. ft may 
also be because the school story is a strong one and P m  
seems to have given up in some ways. 1 wonder, if we 
were to examine these contentious stories, couldn't we 
learn about alternative ways of thinking about important 
issues facing teachers and students today? 
(Journal entry, ~pril 10, 1997) 

Similar to Bay Street School, in sync with the school, initially I 

could not hear Pam's voice through the din of my ideology, the 

pounding rhythm of the beat 1 was marching to, and expected her to 

march with as well. 1 could not hear her voice because my story of 

multicultural education and what is good education for immigrant 

students was frozen, an artifact, inflexible, unable to grow, 

change, and transform. There was no space for Pm's story of 

multicultural teaching in my story of multicultural teaching. (1 

wonder now, was there space for P m  in my heart?) 

1 gradually learned to listen to the tones of Pam's unique music, 

to hear the beat of a different tune. 1 gradually came to 

recognize that respecting diversity could mean respecting marching 
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to a different rhythm. Later 1 also came to realize that there is 

an area of intersection between Pam's story and Bay Street 

School's story (and my story as wel1)- There is an overlap of 

interest in children; they put the welfare of the child at the 

centre. Pam has a different way O£ thinking about what is 

important for children to be learning in the school than tne 

school does. The school values the children learning in their 

heritage language classes about their culture and their language. 

Pam values the children learning life-long skills of self-  

reliance, responsibility, and decision making. P m  and the school 

care about the children. Pam and the school are trying to do their 

best for the children; they have different approaches to it. 

In Search of the H o l y  Grail 

As 1 reflect on the early journal entry 1 shared at the beginning 

of this story/paper/chapter 1 perceive myself as, then, engaged in 

a "stable inquiry". 1 see a person on a quest for something she 

had decided she wanted to find before the inquiry began, her Holy 

Grail. My Holy Grail was Ms. Multicultural. 

It was not a smooth linear process moving £rom being a "stable 

inquirer" to becoming a more "fluid inquirer" (see Schwab, 1978, 

for a discussion of this phenornenon). To become a more fluid 

narrative inquirer 1 had to open up to being truly present to Pam 

as a person, to hearing, seeing and understanding her. 1 had to 

learn to appreciate what this particular inquiry, in this 

particular time and place, with this particular participant, had 

to offer. 1 had to move £rom abstraction and objectification of 
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"my participant" as "immigrant teacher", "Black teacher", 

"minority teacher", "Ms- Multicultural", to a relationship with a 

person, P m .  

As I learned to be a more fluid, accepting, narrative inqiirer 1 

learned to hear seven minutes of silence in a new way. This is 

shown in an edited extract from a journal entry four rnonths la ter .  

I w a n t  t o  do some th inking about P m ' s  teaching. A l o t  
of t he  research  l i t e r a t u r e  on Black women educators 
i n d i c a t e s  i t  is important t o  have these women in the 
system because they are educating ch i ldren  f o r  good jobs 
f o r  the f u t u r e  (see e.g.  C o l l i n s ,  1990, or Ladson- 
B i l l i n g s ,  1 9 9 4 ) .  They are  n o t  educat ing thea t o  work in 
"donut shops" (my t e m )  . 1 wonder what educating t o  work 
in  a donut shop would look  l i ke ,  and I wonder how i t  
would l ook  d i f f e r e n t  than what Pam does. 

I have no  sense tha t  Pam i s  educat ing her  s tuden t s  f o r  
donut shops. O n  one hand, though, she s t r e s s e s  some of 
the  very small rules l i k e  lining up properly,  be ing  
qu i e t  i n  l ines,  tha t  a r e  some aspec t s  o f  what might  be 
donut shop preparation. However,  she is not  educat ing 
them t o  be unthinking,  u n c r i t i c a l .  I remember the seven 
minutes o f  s i l e n c e  s to ry .  In remaining qu ie t  and p a t i e n t  
Pam was l e a v i n g  the i n i t i a t i v e  f o r  so lv ing  t he  problem 
up t o  t h e  s t u d e n t s .  She was encouraging them to be 
independent,  t o  f ind t he  meaning o f  the word themselves .  

mat seems t o  be r e a l l y  important i n  P m ' s  classroom is 
t ha t  the s t u d e n t s  are taught that they must recognize  
what t h e  s i t u a t i o n  is, then d e v i s e  a plan f o r  how t o  
begin t o  t a l k  about the  s i t u a t i o n .  They go from t a l k i n g  
about the s i t u a t i o n  t o  planning how t o  deal w i th  the 
s i t u a t i o n .  They devise  s t r a t e g i e s  f o r  how t o  implement 
dec i s ions  they have reached. They prac t ice  t he  var ious  
dec i s ions ,  and see  how t h e y  p l a y  o u t .  They carry them 
out  t o  t he  end.  I th ink  this i s  b u i l d i n g  sk i l l s  i n  the 
s tuden ts  t h a t  t hey  can use in the fu ture  in good jobs. 
(journal entry, April 21, 1997) 

New Unders t a n d i n g s  o f  Silence 

Silence played a part in this story/paper/chapter, and in the 

nested stories within, as it did throughout the inquiry. In on- 



going reflecting on the meaning of silence in the seven minutes in 

Pm's class 1 began to see that silence played an even more vital 

role than 1 had realized. It also involved other meanings of my 

participant's silence, and other teachers' silence. It involved 

silence on my part. While 1 was not aware of this at first, 1 

intuitively felt that it was important to suspend commentary on 

Pam's practice while I puzzled through what 1 did not understand. 

Silence allowed for bonds of trust to grow, cultural boundaries to 

be negotiated, and friendship to develop and flower. 

Vir tues  

1 want to tell you that in my relationship with P m ,  the roller 

coaster metaphor is pervasive. When 1 thought 1 had something 

figured out, 1 would share it with P m .  My thoughts would often 

take a sharp twist like a hairpin turn on a roller coaster after 

these talks. 1 will give you an example of this. 1 had corne to 

think that Pam demonstrated patience in dealing with students 

(e-g. see above journal entry). 1 attributed this virtue to her on 

m a n y  occasions. (My Holy Grail would be virtuous, wouldn't she?) 

One day Pam and 1 discussed what 1 thought of as the "patience" 

she had shown in another situation with a student, John. This 

research text is based on field notes of a conversation that took 

place one late afternoon. 

You think 
have to gr 
through si 
s truggle . 

that's patience? No, 1 donlt have patiezce. 1 
it my teeth and clench my hands in order to get 
tuations like what happened with John. It was a 
It was really hard for John, but he had to 

learn that he could do it. He had to learn that it wasn't 
an adult who would be telling h i m  what he had to do, but 
that he knew what he had to do, and that he could do it. 
He could read those words. 1 didn't need to tell him. 



Part of the problem was that the last two journal entries 
that he had to mite 1 read to him because some of the 
words were difficult. He would have had a problem with 
them, but not this particular one. He is corning to rely 
on me when he shouldn't. He should be relying on himself. 

At this the last year the children (in a class Pam had 
taught for several years) would be doing what they had to 
do. If they had any questions they would be asking them. 
If I was asking them questions, they would be firing out 
answers. They would be asking for clarification. They 
would be saying, oops, I made a mistake! These children 
are still not getting it. (field notes, May 28, 1997) 

Long periods of time spent in Pam's classroom, and "running 

dialogues" allowed her narrative of teaching and learning to 

unfold naturally, accompanied by twists and turns and departures 

from the expected. There were also smooth, even stretches laced 

throughout; over the course of the inquiry I had many 

opportunities to see students in a variety of these smooth 

situations, such as the one 1 describe next. 

One morning students in a reading group were faced with not 

understanding the meaning of "coordinating author". One boy, who 

had been in Pm's class the year before, turned the page to read 

the acknowledgrnents to see if that held a clue. He figured out 

that a group of people had written the book, but was still unsure 

of the exact meaning of "coordinate". Without instructions £rom 

P m ,  several students in the group went to the rack of 

dictionaries and brought them back to the table. They looked up 

the word and shared definitions. This was followed by an animated 

discussion of their developing understanding. As a group they 

brainstomed ways to corne to terms with what it meant to 

"coordinate". P a .  joined the conversation, but the group spoke to 



each other, not only to her. They could not corne to an 

understanding that satisfied them, so they decided to contact the 

coordinating author directly. In a telephone conversation the 

following weekend P m  told me she was thrilled with the students. 

1, too, felt the thrill of students taking responsibility for 

their own learning. The roller coaster ride had it's exhilarating 

moments! ( f ie ld  notes, September 23, 1997) 

I wonder if in the beginning of the inquiry 1 would have been able 

to see and hear the students as 1 did in that field note (and ma- 

more you will read about in chapters eight and nine in 

particular) . To be able to see and hear 1 had to recognize Pam as 

a teacher with something to offer her students. To be able to 

recognize Pam's unique qualities 1 had to move £rom 

objectification and categorization to authentic encounters with 

her as a person, not as representative of anything (Greene, 1993). 

She had to become Pam, not Ms. Multicultural. 

1 make this point so frequently and strongly because it speaks to 

me about learning how to do research, and leaming about 

multiculturalism. For me, this is the vital part of becoming a 

narrative inquirer in a multicultural landscape. These learnings 

also relate to the kinds of learnings 1 experienced in travel and 

teaching; however, rny experiences of being in the school, and my 

experiences with Pam were more intense and learning seemed to be 

moxe concentrated as a 1 made a disciplined effort to unravel this 

learning. Nussbaum (1997) and Delpit (1995), among m a n y ,  mite of 

the learning that occurs in cross-cultural situations. From 

encounters with other people and other cultures we can learn that 
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there are multiple ways of viewing the world. Cross-cultural 

inquiries "...may reveal that what we take to be natural and 

normal is merely parochial and habitua1 .... Habitua1 ways may not 
be the ways designed by nature for al1 times and persons." 

(Nussbaum, 1 9 9 7 ,  p. 53) . That is something to learn about 

teaching, and something to learn about diversity. As Bateson 

(1994) states these encounters develop "peripheral vision", our 

ability to relate to others, and to use these encounters as a 

basis for understanding other experiences in life. 

1 was not initially taking my travel and teaching lessons to 

heart. (1 wonder why?) 1 was unaware that the horizon of my 

understanding was circumscribed by who 1 was. During the course of 

the inquiry 1 attempted to unravel who 1 was, and how who 1 was 

impacted learning in the inquiry through reflective writing in rny 

journals and memos, and in imaginative pieces such as Koto to Pan. 

For me, becoming a narrative inquirer has much to do with 

reflection and writing. Becoming a narrative inquirer also has to 

do with developing understanding from every aspect of life. It was 

not only travel and teaching experiences, or research with 

immigrant teachers, or a relationship with Pam, or reflecting on 

these experiences, however, that helped me understand in the 

inquiry . 

Art and literature, music and film, what 1 think of as narrative 

aesthetics, also contributed to developing understanding of both 

the method in the inquiry, narrative, and the phenornenon of the 

inquiry, multiculturalism. In the following section 1 briefly 

explore understandings from an aesthetic realm. 
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Narrative Aesthetics 

Through having a relationship with P m ,  1 gradually became more 

and nore &am into the inquiry, until the boundaries between my 

life and my inquiry were blurred. The inquiry was my life, my life 

was the inquiry. As 1 became more involved in the inquiry 1 did 

not rely soleLy on cognitive (research/scientific) understandings, 

but also began to trust emotional (imaginative/aesthetic) 

understandings. In the inquiry 1 explored intuitive, creative 

aspects of unders tanding from music, art, literature, 

films (see Greene, 1995, for an in-depth look at this 

what 1 term "narrative aesthetics". 

poetry and 

approach) , 

Art and literature, music and film, have always been a large part 

of my life; they feed and fuel rny desire to experience, my desire 

to know, my desire to understand. Through the experience of art, 

literature, music, and film, the aesthetics of life, the horizon 

of my understanding of narrative inquiry and multiculturalism 

expanded. Aesthetics has contributed insights that 1 could 

experience in any other way. These are understandings that 

not 

I am 

unable to fully describe, understandings that reach 

and profoundly affect my emotions and contribute to 

understanding. 

into my heart 

other ways of 

the term narrative multiculturalisrn", "narrative 

aesthetics" is under exploration and development. Koto to Pan 

hinted at the potential significance of music in understanding my 

beliefs and desires in the inquiry. In the following section 1 
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discuss a contribution art has made to rny understanding method in 

narrative inquiry. 1 share a short excerpt £rom a long, detailed 

memo exploring a relationship between art and my developing, more 

fluid approach to the inquiry. 

Benevolent Eye 

1 have always loved Renoir. The rich, vivid colours of Renoir's paintings, 
and the very life-like quality he paints into them are incredible. The 
sensuousness and voluptuousness of the women and landscapes 
enthralls me. 1 marvel at his ability to capture this on canvas. 

1 recall seeing his famous painting Dance at Bougival! in a Tokyo art 
exhibit. lt was the first painting I saw as 1 walked into the room, taking up 
an entire wall. The dancers were alive; he in love with her, her, unclear as 
to whom she loved, yet bathing in the glow of his ardor. How could he 
capture al1 that movement, al1 that passion, al1 that life? 

According to one Renoir critic, when Renoir painted he cast a "benevolent 
eye" on his subjects. I was struck by this as an aspect of research, how 
rny attitude, my stance towards Parn dictated what I could see of her. 
Rather than casting a critical eye on her as I did initially, or a judgmental 
eye as I certainly did in the beginning, 1 had gradually learned, like 
Renoir, to cast a benevolent eye on Pam. 

Casting a benevolent eye has complex meanings. In one sense it could 
mean that I am constructing Parn in a way that will be favorable for other 
people to read, or even favorable for her to read about herself. But for me 
it means much more than this. 

When 1 began to cast a benevolent eye on Parn was when the inquiry truly 
opened up. When I cast a benevolent eye on Parn 1 began to feel my way 
through the rnists and shadows that had shrouded the inquiry. 1 could see 
more aspects of her character; 1 could hear her voice, and begin to 
understand what she was saying to students. When I cast a benevolent 
eye on Parn is when my heart and mind opened up. That is when I began 
to see Pam, see the classroom, and see the school. 
(Memo on CBC documentaxy shown on July 2, 1997) 

Reflecting on Renoir's art encouraged me to develop a more open, 

flexible, loving perspective. 1 think that a loving perspective 

was rnissing in the beginning of my inquiry (although at the time 1 

did not think so). had critical, j udgmental 



perspective- Through my persona1 relationship with Pam, that 

critical edge began to dissolve, and 1 became a more loving 

inquirer. When 1 looked at things with a loving perspective or a 

benevolent eye, it was as though something opened up and I could 

understand more. 1 could see more, hear more. As 1 turned a 

benevolent eye on Pam 1 began to tune more into the possibilities 

this being this school, with this teacher . 

Engagement with literature, including fables and myths, have also 

helped me to understand my way of being in Pm's classroom and 

multicultural issues. Since 1 was child 1 have had a book of 

Tolstoy's Fables. (1 regret that the cover is so blurred, the 

inside pages so tom, that I am unable to provide the usual 

reference.) In the following section 1 briefly summarize the 

fable, and hint at the understandings that grew from it. 

T h e  Three Hennits 

An Archbishop is traveling in a boat. The boat pulls up 
beside a fishing boat. The fisherman in the boat is 
pointing to the horizon. People on the boat are straining 
their eyes to see, and the Archbishop, too, finds that he 
is straining his eyes to see. He asks the fisherman what 
everyone is looking for. The fisherman tells hirn that in 
the distance there is an island where there are three 
hermits who live who have devoted themselves to God. The 
Archbishop is interested in the hermits. He asks the 
captain of the boat to take h i m  to the island, The 
captain says that it will delay him, and increase his 
costs. The Airchbishop offers to pay extra to be taken to 
the island. 

The boat arrives on the island. The hermits are there. 
They look quite peculiar. Their faces are aimost hidden 
by long white beards. The archbishop asks them what they 
do. They Say, "We are servants of God-" He asks them how 
they pray. They say, "Pray? What do you rnean?" The 
archbishop tells them what prayer is. They Say, 'Dear 
Godl we are yoirr servant. " The archbishop tells them that 
is not praying. He tells them he is an archbishop; he 
will teach them how to pray. 



The archbishop teaches them the Lord's Prayer. It is a 
long, slow, abonizing, process. One has difficulty even 
mumbling the words. One seems not to be able to remember 
more th& a few words at a time. One goes ahead of the 
others as the archbishop tries to have them recite in 
unison. The archbishop works on this al1 day- Slowly the 
hermits can recite a few words, then some phrases, then 
full sentences. By the end of the day each hermit can 
recite the entire Lord's Prayer. The archbishop has to 
leave the island. The hermits thank hirn profusely. They 
are pleased that they have leamed how to pray. The 
archbishop feels very good that he has taught them how to 
pray; after al1 that is his vocation- 

The archbishop boards the boat. The boat leaves. The boat 
pulls out further and further. The Archbishop looks back 
towawds the island. Something shining is coming towards 
the boat. It is silvery and moving very quickly. It is 
moving too quickly to be a boat. Gradually the shape 
becomes clearer. The archbishop sees the three hemits 
running on top of the water towards the boat. They lrun up 
beside the boat, and they Say, "Please Archbishop, we 
have forgotten the words to the Lord's Prayer". The 
archbishop tells the three hermits, "Go back to your 
island. You are truly servants of God." 
(Theoretical memo, September 10, 1997 ) 

Rediscovering this Tolstoy fable had a profound effect upon my 

thinking about research and multiculturalism. For me, this fable 

provides a moral, evocative lesson in multiculturalism. When 1 re- 

read this fable as an adult I thought about the prescriptive 

nature of some of the multicultural education literature, and some 

anti-racist education practices (Ontario Ministry of Education and 

Training, 1992). Like the archbishop, people corne in and give 

workshops to teachers telling them how to do anti-racist 

education. They may leave at the end of the day feeling that they 

have "instructed" these teachers in how to "behave" in the 

classroom. And yet how many of these teachers are actually like 

the three hermits, already doing something in their own quiet way 

that is far more profound, far more culturally relevant, (fax more 



filled with love and genuine care)  than anything that the workshop 

givers even imagine? 

Narrative Imaginat ion 

Martha Nussbaum (1997, p. 85-112) refers to the cultivation of a 

"narrative imagination", that is developing the ability to 

participate imaginatively in the lives of others through 

literature/art/music/film. Literature has a strong roXe to play 

because it has the ability to represent "the specific 

circumstances and problems of people of many dif ferent sorts" (p. 

86) . In The Bluest Eye Toni Morrison (1970) has the ability to make 

me feel what it might be like to be Pecola Breedlove--young, 

Black, invisible, wanting to be someone other than who she is. In 

School Days Patrick Chamoiseau (1994) brings me into the life of a 

little Black boy, his wonder at the mystery of writing and what it 

can communicate, and his loss of his Creole identity in the French 

language. There is no other way 1 could have these experiences 

except in my imagination. For Maxine Greene (1995) active 

engagements with literature and other art forms c m  open the door 

to understanding others by rnaking us feel bound to each other, 

connected, not distant. 

Engagement with art/literature/film has 

experiences of participant observation. 

parallel apalities to 

In engagement with 

art/literature/film, and in engagement in the classroom, 1 have a 

strong sense 

fleeting--of 

go of myself 

of being present, a forgetting--albeit momentary and 

myself to immerse rnyself in another world, a 

as located in a specific tirne and place, and 
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into interaction, becoming involved and connected, with characters 

in other times and places. In engagement with art/literature/film, 

in participant observation in P m ' s  classroom, 1 have a sense of 

heightened awareness of the nuances of experiences, and the 

ambiguity of situations. 

Inquiry Tenns : Interaction Revisi ted 

In this story/paper/chapter 1 focused on the third terni of 

narrative inquiry, "interaction", the persona1 and the social 

dimensions of the inquiry. 1 narrated selected stories from Pm's 

classroorn, stories that highlighted rny development as a narrative 

inquirer, and, hopefully, opened windows onto P m ' s  practice. 1 

discussed rny moral dispositions, feelings, hopes, and aesthetic 

reactions, and Pam's, too, £rom my perspective. 1 began to discuss 

Pam, the environment of her teaching, and my relationship with 

ber. Tt is rny hope that in focusing on these particular stories 

you have also learned something about Bay Street School, 

rnulticultural literâture, and multicultural education, the social 

and political context of the inquiry. 1 discussed how developing 

aesthetic and experiential ways of understanding encouraged me to 

have a more open, participatory perspective. 1 discussed how 1 

began to move from a stable story of inqiliry to a more flexible, 

fluid one that allowed for diversity of opinion, acceptance of the 

unique qualities P m  had, and a recognition that we did not al1 

have to march to the same rhythm. 

With long periods of t h e  spent in the class, in the school, and 

in the community, with conversations both casual and grofessional 
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with Pam, other teachers , adminis trators , support 

parents, with reflection and looking at aesthetic 

understanding, 1 began to cast a less judgmental, 

staff and 

ways of 

more 

compassionate, benevolent eye on the inquiry . With this approach 
began to appreciate how privileged 1 was to be part of the 

landscape, part of the class, part of the life of 

and the children. 1 began to feel I belonged. 

participant 

The sense of belonging 1 experienced 

to the place5 and to the people. P m  

research project, nor an object such 

created a sense of attachrnent 

was no longer a subj ect in a 

as "my participant", 

"immigrant", "minority teacher" , "Black " , "Ms . Multiculturalw . 

Place and people became part of my life and developed their own 

identity, no longer caught up in an abstract social narrative. 1 

was no longer a researcher on a quest (at least not totally), 

a researcher trying (and definitely not always succeeding) to 

fluid inquirer with an educational and inquiry narrative 

evolving as I encountered new ideas, new situations, and 

outlooks on life. 

t ha t  

new 

but 

be a 

was 

As 1 read my field texts, as 1 relive my maories, as 1 write, 1 

realize that there are multiple ways 1 could construct a narrative 

account of learning in the inquiry. This story/paper/chapter is my 

cons truc tion 

landscape of 

of becoming a narrative inquirer in the multicultural 

Bay Street School at this particular the. This story 

is told purposefully, with particular intentions. Are you asking 

yourself (perhaps with a feeling of frustration), what did al1 

this mean to P m ?  



1 believe that tension in an. inquiry cari be productive. A look at the 
origins of the word reveals layers of meaning that are helpful in 
understanding how it worked in this inquiry. Many meanings are derived £rom 
the root word "tennis": "to pretend, to stretch forth, to hold before - as a 
defense - as a claim"; "intentional, with the mind directed towards it, 
therefore purposeful"; and "stretched, as on tenterhooks" (Dictionary of Word 
Origins, 1955, p- 353). You will see various meanings played out in the paper. 

1 particularly want to thank Rosebud Elijah, of Hofstra University, for 
suggesting readings during the course of this research. I felt as though she 
recommended the right book at the right time. This is an important aspect of 
becoming a narrative inquirer. The inquiry is not separate fxom other life 
experiences and other relationships. 

1 worked in Japan for six years, and currently work with wornen £ r o m  Asia in 
different projects and in community work- This reflective piece raises many 
issues not discussed in the paper. The koto women 1 know may appear to be 
pliant as the wornan in the piece, but this rnay be a cultivated rnannex, not 
indicative of the strength that is there as well. 

The word quast means to go on a search, to hunt for a specific object. It 
also connotes a mission, as in search of the Holy Grail (Winston Dictionary, 
College Edition, p. 792). These meanings capture the complexity of the point I 
want to make. 1 was looking for sornething 1 had objectified, not a real 
person. 1 was in search of my Holy Grail- The Dictionary of Word Origins 
(1955, p. 149) has related meanings, however, it also includes 'to inquire", 
which captures more the sense of what 1 attempted to do later in my research. 

Appiah (1994) discusses an interesting point that is integral to 
understanding the implications of my giving Pam a "script" to follow. For 
Appiah, scripts are "narratives that people can use in shaping their life 
plans and in telling their life stories" (p. 160). These scripts provide a 
kind of narrative unity, and enable people to tell a life story that makes 
sense. This notion of script relates to a larger collective identity to which 
one rnay subscribe (such as being Black), rather than to the more individual 
aspects of identity (such as being witty). In a sense I was giving Pam the 
script of the Black woman educator so much discussed in the literature (see 
Collins, 1990; Henry, 1996). P m  was not choosing this script, 1 was fitting 
it over her, her experiences, and her practice. In a sense, too, related to 
this notion, the literature is also a script. 

Place was no longer an abstract part of a social narrative, an object such 
as "inner-city school", "level one school (in t e m  of funding allotment, 
indicating high need), "low socio-economic school", or "school f o r  problem 
students". Place was Bay Street School, a living vibrant place- 



Chagter VI1 

Sharing the Story/Pager/Chapter with Pam 

In this chapter 1 share with you my experience of sharing with 

Mick and Ming Fang He, a researcher on the project, and a long 

time friend and colleague, the experience of sharing the previous 

story/paper/chapter with Pam. (There are several levels of sharing 

going on here ! ) Think back to reading the previous chapter , If you 

were the teacher in the story, how would you feel about being 

written about in this way? 

The following research text has been crafted £rom a journal entry 

of April 2, 1998, the same day 1 shared the story/paper/chapter 

with P m ,  1 was preparing to present this writing as a paper at 

AERA (Phillion, 1998). On Mickfs advice, 1 decided to share it 

with Pam by reading it aloud. Upon my return from the school, I 

sat in rny of£ ice  with Mick and Ming Fang and taped my reflections 

on the experience of reading the paper to P m .  

1 modi£ied the transcription of our conversation to focus on 

specific points, and edited conversation markers to allow for a 

smoother reading. 1 have italicized what are more or less 

remernbered quotes from Pam. As this was a conversation with Pam, 

and later with Mick and Ming Fang, it appeared to meander- On 

reflection 1 saw that it spiraled like a moibus strip. 1 felt it 

was important to retain the immediacy of the experience of sharing 

with P m  so 1 attempted to retain much of the oral quality of a 

conversation. To do this I broke it in to stanzas (see Gee, 1985, 



for an article that deals with this mode of representation). If it 

is read aloud, the feel of a conversations becomes more apparent. 

For the reader, I first provide a snapshot of the physical space 

of the classroom, 1 provi.de this so you can picture the scene in 

your mind. Mick and Ming Fang have been to the school, seen the 

classroom, met my participant, and shared much of my work, so they 

did not hear this part. 

A Snapshot of the Physical Space O£ the Conversation 

1 went to the office as usual to check in. 1 said 1 would be there 

for the day, or did 1 Say a half day? 1 do not know if 1 heard or 

saw children in the hallways. Did I go to the classroom by the 

stairs near the office, or the ones near the library? Did 1 see 

anyone and Say hello? 1 can not remember what kind of day it was. 

1 am not sure if the Sun was corning in the windows. It can be very 

bright in the morning, but Pam seldom pulls the curtains. The 

windows are usually open. If I look out long enough 1 cari usually 

see squirrels, and once Pam and I saw a raccoon. 1 can usually 

hear streetcars, and sometimes the sounds of construction. 1 think 

that classical music was playing on the radio from behind the 

partially closed doors of the closet, but 1 m a y  have imagined 

that. None of this is in the journal entry of that day. I was so 

focused on the reading and P m ' s  response that everything except 

that is a blur. 1 know that 1 f e l t  physically sick to rny stomach. 

Pam was there, as usual, in her desk at the back of the classroom. 

The classroom seemed so quiet. The desk was piled with papers, the 
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table beside it had students' notebooks on it. (Or was this a 

memory £rom other times?) 7: sat at my usual place, or what has 

been my usual place since Pam rearranged the roorn. 1 was across 

from her, a little to her left. When 1 told Pam 1 wanted to read 

aloud to her, she gestured for me to come and sit beside her. She 

pulled the chair, a beat-up, weathered one on rollers, close to 

her. I've sat in that place, in that chair, m a n y  times. 1 have sat 

with children while they worked at the table. 1 have sat with 

reading groups, with ESL groups, with math groups. 1 have sat and 

observed the whole class, or taught one child English vocabulary. 

1 have sat before school, and after school, and talked with 

children from other classes, with parents, with other teachers, 

with janitors. I have sat there and talked to P m  for a year and a 

half. But, this is the first time 1 have sat there to read to Parn 

what 1 have written about her, about us, about her teaching, about 

her knowledge, about our conversations, about my thinking, 

feelings and knowledge, 



I t  W a s  So Much More Dramatic Than I Thought 

The conversation that 1 had with P m ,  
and am recreating here for you two, 
was from different time periods during the morning 
so 1 will probably skip al1 over the place. 

As 1 started to go to school this morning, 
as 1 was thinking about showing the paper to P m ,  
imagining her reactions to it, 
1 was so worried, 
so nervous. 

When 1 got there, 
f couldn't read it right away. 
Pam had to go to the office 
to make plans for meeting the mother of the boy on Ritalin, 
and the psychologist. 
She came back to the classroom 
and 1 started to read it to her. 

There were no children in the room. 
They were at recess. 
It was so much quieter than usual. 
Later on, when the children came in, 
she said Shh! to me, 
and motioned to me to stop reading. 
I had only read the first seven pages. 
That took the twenty minutes at recess. 
I was concerned that there would not be enough time 
to read the whole thing to her. 
There is never enough time to talk at school! 

We sat pretty much where we always sit. 
1 moved rny chair, one on rollers, 
even closer to hers than it usually is. 
1 know 1 was in the classroom, 
but it felt so different, 
like 1 was detached from the space. 
1 was so nervous. 

1 think Pam was nervolis, too. 
She did something she never does. 
She played with everything on her desk. 
mile 1 was reading 
she played with a few pencils, 
picked things up and put them dom, 
moved things around, 
shifted notebooks. 
1 could see by her body 
and by her face 
that she treated it very seriously. 



A t  the end of the f i r s t  seven pages 
1 s a i d  t o  Pam 
1 f e e l  so  nervous about how you are 
1 think i t is a b s o l u t e l y  beautiful . 
You m i  te  b e a u t i f u l l y .  
I di&'  t have any  idea 
t h a t  you would be wr i t ing  l ike this 

She didnft Say 1 wrote beau t i fu l ly  
when I f in i shed  the whole paper, 
only a f t e r  t h e  f i r s t  seven pages, 

What she said that r e a l l y  got t o  m e  w a s  
you are s o  accura te .  
I t  is amazing how a c c u r a t e  t h a t  is. 
A f t e r  seven pages she said 
I just love this. 
I can ' t wai t t o  come back and hear  more about m y s e l f  

She l iked the "seven minutes of s i lence"  s t o r y .  
You r e a l l y  got it with that s t o r y .  
1 have the  narne Jaumaal i n  it. 
She t r i e d  t o  figure out  who t h a t  was. 
There is no Jaumaal i n  c l a s s  . 
1 s a i d  t o  her it w a s  J 
Then there  is one c h i l d  
who whispers the word hear th ,  
remember a t  t he  end of t h e  s t o r y  only one c h i l d  g o t  i t  
1 s a i d  i t  i s  n o t  i n  m y  f ie ldnotes  who the  child w a s ,  
1 d idn ' t  know al1 of the ch i ldren ' s  narnes 
because it  w a s  on ly  m y  t h i r d  tirne i n  the classroom. 
1 had learned J 's  name because he i s  one of t h e  
chi ldren whose name you l e a m  
the first minute you are i n  the c l a s s .  
She couldn' t  remember which c h i l d  whispered the word e i t h e r .  

It's an accura te  p o r t r a y a l .  
I don ' t care what people think. 
I know wha t you are worried about . 
You are worried t h a t  people a r e  going t o  read t h i s  
and they are  going t o  judge me i n  a c e r t a i n  way. 
Maybe l i k e  1 w a s  doing 
more i n  the  beginning. 

B u t  I don't c a r e .  
I know t h a t  what I am doing is r i g h t  
because I have seen i t  over the  years.  
I have seen r e s u l t s .  
I have seen what happens to  these  children. 
I know t h a t  I am r i g h t ,  
1 was t e l l i n g  t h e  a rea  superintendent 
who used to  teach m y  son years ago 
t h a t  I am th inking about e a r l y  ret irement.  
J u s t  when I bave it together, 
when I feel l i k e  I know what I am doing i n  the  classroom, 
i t  is t i m e  f o r  m e  t o  get out.  



But, by the way she played with the stuff on her desk, 
by the look on her face, 
T think she was upset . 
1 donlt know if upset Is the right word, 
maybe, 1 don't know. 
She didnrt Say it in language. 
She didnr t Say 1 a m  disturbed, 
1 am upset. 
She just wanted clarification 
on this point and that point. 

I learned a lot from this. 
1 think we should have had more time, 
but we would never have more tirne. 
1 am going to cal1 her, 
we are going to talk on the phone, 
but it is not the same thing as being there. 

Then P a  had to leave to meet the parent and the psychologist 
for a conference about the child 
who is on Ritalin, and three other medications as w e l l .  
A supply teacher came in, 
you know the one I have told you about before, 
the one that they joke about 
having newspapers in his briefcase, 
and reading them i n  class. 

He didn't read newspapers, 
but he didnft do much else. 
He sat there while the class went wild. 
1 sat there , my face enf olded in my hands . 
1 felt detached from the goings on in the classroom. 
He only rnoved when one boy took a yardstick 
and brandished it like a sword, 
and poked another boy in the eye. 
The boy cried, 
1 donr t remember who it was , 
he is £rom G ' s  class. 
U p  to that point 1 had thought 1 should stay out of it. 
1 kept thinking 1 donrt have Ontario teaching certification. 
He got up and separated the boys. 

1 felt like 1 was in limbo, 
waiting for Pam so 1 could read more. 
1 was excited, 
but so nervous, 
almost nauseous. 
No one told me 1 would feel that way. 
It w a s  so much more dramatic than 1 thought. 

When Pam came back from meeting the parent, and psychologist, 
and all of the people who had tested the child, 
it was alrnost 12:OO. 
The teacher £rom next door, D , came to talk to us. 
1 was so distracted I could hardly talk to him. 
1 just wanted to read the paper to P m .  



Pam was getting a little bit antsy, too, 
because she knew that 1 had to read the paper 
before she had to go to another meeting at L O O .  
We walked out the door to warm up her lunch. 
D said that we hustled him out of the classroom. 
Jo2b.n has something t h a t  she has to do today. 
Pam was speaking quite seriously. 
P m  doesn't usually speak seriously to D 

1 read the next fourteen pages at lunch tirne. 
It was strange, 
no children came in, 
no parents came to talk. 
No more teachers came, not even G 
Or at least 1 never noticed anybody. 
Oh, P m  must have closed the door. 
She never closes the door. 
She says she does not like to feel shut 
inside the classroom. 

What was different about reading it 
than 1 had thought it was going to be, 
was that it was so much about me, too. 
1 knew it was about me 
becoming a narrative inquirer. 
But it was so much like 
1 was laying bare my sou1 
and at the same time 
1 was constructing Pam. 

As 1 read it aloud 
1 began to feel that it was more about me 
than it was about her. 
I had not felt that so strongly when 1 wrote it. 
1 kept wondering what she would think about 
how 1 had written about her class 
when 1 was writing it. 
When 1 read it to her, 
1 kept wondering what she would think about me. 

1 asked her if there was anything 
she was uncornfortable with 
and wanted to change. 
1 said it was a draft. 
We can make changes in it'. 
She did want to change 
something 1 said about the principal's philosophy. 
1 don ' t k n o w  i f  my v i e w s  are different t han  h i s  
b e c a u s e  1 am not sure w h a t  his m u l t i c u l  tural philosophy is. 
She said that when she had said principal 
she didn't mean the present principal. 
She meant the board embodied 
in various principals that she has had. 



Then P m  told me a little story 
about why she thinks 1 was gxt-in the classroom. 
The Board had requested that teachers 
not attend the play "Showboat" 
as they felt it did not reflect well on Blacks. 
She went and talked to Steve. 
They can't d i c t a t e  to people 
what they do in their social lives. 
She thinks that shortly after that he put me in the classroom 
so that she would be able to talk to me about these things 
instead of coming and bothering h i m .  
This was the first tirne we have had 
a major discussion 
about race, 
her being Black, 
and what it means to be a Black teacher. 

This discussion opened up 
because of what 1 wrote. 
1 wonder if 1 would have shared a narrative account with her 
shortly after being in the school, 
or if 1 would have talked more to her about being Black, 
if it would have guided her conversations from then on, 
changed it, 
shaped it, 
by what I was writing. 
This way she hasn't talked very much 
about race 
or being Black. 
1 am raising these issues, in some ways, more formally, 
for the first tirne. 

In some ways sharing earlier 
would have made my research more focused 
on what 1 thought 1 was initially interested in, 
but less broad, 
and less interesting ultimately. 
We had more general kinds of conversations. 
1 couldn't help but think 
if you share early with your participant 
you are really going to shape it. 
1 think it would have shaped Our dialogue. 
1 think it wouLd have shaped our relationship. 
1 think she would have watched herself 
a little bit more 
because part of what she was doing 
in the explaining things to me 
was explaining herself. 
Maybe she is even saying to herself now, 
I wish 1 would have monitored myself a little bit more. 
She didn't Say that. 

She also felt that there was some misrepresenting 
in the paper where 1 wrote about 
her silence in large groups 
and my understanding of the srnall groups of people 
that she will share things with in the school. 



She explâined h e r  views on her s i l ence -  
A s  1 wrote about h e r  i n  t h a t  part, 
1 Say, i n  some w a y s  i t  seems as though she has given up, 
because t o  m e  it does seem i n  some ways she has given up. 
P m  explained a l i t t l e  b i t  more 
about why she has  done t h a t .  

I t  is because conversa t ions  
about i s s u e s  
around race 
and c u l t u r e  
can't be car r i ed  o u t  in  large groups. 
I t  is too  emot ional .  
People a re  l a b e l e d  t oo  q u i c k l y  as being r a c i s t  . 
She has prefer red  t o  carry out 
these kinds of conversations in s m a l l e r  groups. 
It i s  not t h a t  she  i s  si lenced,  
which may have been the  way 1 w a s  making her out  t o  be. 

She sa id  something i n  a s t a f f  meeting about "Showboat" 
a f t e r  Steve said something about the board pol icy .  
She stood up and s a i d ,  
M-zy can't we see "Showboat"? 
Nobody e l s e  said a word. 
Later some teachers  came t o  her 
and they s a i d  they agreed w i t h  her .  
They said they did not  speak up 
because they w e r e  too a f ra id  
of being labeled racist. 
1 have less t o  worry about because I am Black. 
She can talk about these things . 

1 have found t h a t  small groups of people, 
al1 over the school,  
whisper together about things t h a t  they don ' t  b e l i e v e  i n ,  
things t h a t  they f e e l  a r e  counter 
t o  the school, 
o r  union, 
o r  board. 
1 have been p a r t  of these conversations 
i n  corr idors ,  
under the s t a i r s ,  
i n  the back of classwooms. 

Because I am Black 
sometimes people w i l l  corne t o  me 
and share their v iews  
about m u l t i c u l t u r a l  
or  a n t i  - r a c i s t  p o l i c i e s  
t h a t  t h e y  w i l l  never express in a l a r g e  group 
because t h e y  w i l l  be labeled racist. 

Pam wonft be l abe l ing  them r a c i s t  
because she is  looking a t  them one t o  one, 
as people. 
She sa id  i t  is very different be ing  Black. 



Because she is Black 
she can Say more things overtly. 
If 1 was in the school, as a White person 
1 couldn't Say some of those things 
without being labeled a certain way. 

She feels there  is a c e r t a i n  freedom t o  being Black 
and being able t o  Say t h ings  about how 
they are t r e a t i n g  t h e  Black chi ldren . 

This reminds me of a conversation 
we had about earlier about anti-racist education. 

1 do no t  consider myself 
t o  be first and foremost Black or woman. 
Anti-racist educators l ook  a t  me 
a s  though 1 have t o  be " f i x e d " .  
They Say I have been colonized 
and don' t  k n o w  i t .  
They want t o  help l iberate  m e .  
I don ' t  want t o  be l i b e r a t e d -  
1 am not  Black first and foremost. 
I am no t woman firs t and foremos t . 
I am f i r s t  and foremost human. 

P m  dislikes the notion 
that she has to be "fixed", 
that there is "something wrong with her" 
because she doesnft put being Black woman in the forefront, 
but puts being human in the forefront. 
She said it used to annoy her 
but now she just ignores things like that 
and doesnf t bother with them. 

1 donrt know what she thought about the Koto to Pan piece. 
She didn't comment on it afterwards. 
Maybe it didn't work for her. 
1 don't know. 
When we got to the quest for Ms. Muiticultural 
we were talking about my multicultural views. 
1 was really more or less spelling them out there. 
What I think of now as the hard part 
wasn't anything that 1 had anticipated. 
1 thought it was going to be hard 
for her to hear about what she said, 
and what 1 said about her. 

But the reading of my journals, 
1 found that hard. 
1 realized that journals are private things. 
It is difficult to read them to somebody else. 
1 was so worried, 
1 was so self-conscious. 
This was a very self-conscious thing. 



Reading this paper was more about me than 1 thought 
it was going to be. 
1 felt like 1 had more of myself on the line 
than 1 thought there was going to be. 
1 am glad 1 never did this earlier. 

A s  1 read the end of the paper to P m  
1 could hear the sounds of children in the hallways. 
The tempo of voices went üp and dom, 
faded in and out. 
But 1 was so caught up in the reading 
that they were background noises, 
like the radio so often is in the 
Everything in the room was like a 
unreal , 
there as props to my reading. 

1 donrt know why it feels like it 
things 1 have ever done. 
When I started to read it 
1 felt that other research, 
where you dontt show the writing 
to the participant, 
that sounds good. 
1 like that idea. 
1 don't know why 1 felt that way. 
1 felt so on the line. 
1 know it is labeling myself, 

classroom. 
stage set, 

was one of the scarier 

but 1 reek of being a White liberal, 
waving a f lag 
let's have more minority teachers in the school. 

1 told P m  that 1 could have explained 
everything as 1 read through the paper 
but that wouldn't be fair. 
Because to have me explain things as 1 go through 
doesnt t give the full impact 
of what it is like to read the paper. 
So 1 tried not to explain too much. 

I looked at her at that point 
and 1 said m y  views on the classroom 
have been modified. 
She said, oh she more than said, 
because it was the look on her face, 
I am really glad to hear t h a t .  

But it was so much more dramatic than 1 thought. 
1 mean now it doesn't seem so dramatic 
when 1 am putt ing i t in words . 
But, it is unbelievable sharing with a participant. 
1 realize 1 would need several. hours of undivided time 
to thoroughly go through this, 
to read it, 
then go back through it section by section. 



What do you think of this? 
How do you feel about that? 
Tell me more about this. 
1 dontt know if there would ever be a t h e  
when 1 could get two or three hours of 
Pam' s undivided t ime - 
There is always something going on. 
I have come to accept it and be cornfortable with it. 
Still a one read right through would have been nice. 

When 1 left we walked d o m  the hall to her meeting. 
1 had the same detached feeling. 
1 felt like 1 was not walking on the floor. 
1 did not see the art on the walls. 
1 donrt think 1 even saw anyone, 
but there must have been someone there- 

1 felt euphorie. 
3 had gotten through this. 
1 did it. 
1 read the paper. 
It did not end our relationship. 
At the same time 1 felt sick. 
Would Pam have second thoughts? 

Pam put her arms around me. 
She kissed me on both cheeks. 
1 said 1 was so nervous about it- 
1 cantt even talk to you two about it now 
without getting tears in my eyes. 
1 really love you 1 said. 
1 respect you, 
1 respect your teaching 
and 1 have learned so much from you. 

1 have a sense of privilege, 
it is awesome 
that Pam would let me into her classroom, 
let me into her life, 
talk to me the way she has talked to me 
about children, 
and parents, 
and her thinking. 

It is amazing. 
It is very emotional 
doing inquiry closely with somebody. 
It is even more emotional sharing writing. 

(journal entry, April 2, 1998) 



1 have since modified the  chapter to  reflect changes Pam wanted made. 



P a r t  Four: Narratives of Multicultural Teaching and 

tearning 

Chagter VI11 

Classroom Life 

D e a r  Ming Fang and Rosebud, 1 W a n t  to Tell You Something 

Meaningful About Mu1 ticul tural Education 

As 1 thought of what I want to tell you about Pam and her grade 

four-five class my mind w a s  deluged with memories of sights, 

sounds, and smells of my almost two years in Bay Street School. 

My experiences appear like pieces of a giant kaleidoscope; as I 

turn them around and around 1 can look at different facets of 

memories that 1 cherish, and put together different combinations 

of stories. There are so m a n y  stories I could tell you about the 

school, or about the teachers and students. 1 could tell you some 

funny stories, especially about Pam's husband, who was a vice 

principal there, some sad stories, particularly about one little 

boy, ~eorge', or some puzzling stories. 

.1 want to tell you about the school, and about P.am as a person and 

as a teacher, and about her class. 1 also want to tell you 

something meaningful about what 1 have learned about multicultural 

education from my tirne in the school and £ r o m  my relationship with 

Pam and her students (chapter six tells what 1 learned about 

narrative inquiry from P m ) .  After all, you both teach 

multicultural education courses in your pre-senrice and graduate 



classes. 1 want to tell you about how 1 learned to see P m ' s  

practice as one that is, in a sense, very narrative; how she seems 

to understand children as individuals, yet as connected to 

parents, siblings, friends, as connected to their comunities, as 

connected to their pasts and, as she imagines their futures, 

futures that are not limited, but filled with possibillties. 1 

want to tell you about how Pam works with the students 

individually and in groups, about the goals she has in mind as she 

works with them, and about why she has these particular goals. 1 

want to tell you about how 1 have come to see P m ' s  teacher 

knowledge as bound up in children- 

Making Sense: From F i e l d  Text to Research Text 

Rernember how I told you that 1 had such a hard time begiming my 

writing? Harry Wolcott (1994) released me from that prison when 1 

felt he gave me permission to begin my writing with a descriptive 

piece, the community landscape. At the same time, after writing 

this i n q u i q  1 realize that Wolcott is right, even highly 

descriptive pieces are reflective of analysis and interpretation. 

1 hope that you can see that in my writi~g. 

My letter to you is based on my t h e  in the field, mainly from 

November 1996 to June 1997, although the inquiry continues at the 

time of writing this letter. 1 have crafted it from my £ield 

notes, memos, and journals. As 1 reread these field texts, twist 

the kaleidoscope around to find pieces to pull together to make 

sense of what 1 experienced and what I understood, 1 imagine you 

both sitting with me. Re-reading field texts, xe-living 
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experiences, or, to be more precise, memories of experiences, and 

imagining you both reading it inspired me to mite this letter. 1 

needed real-life people, friends, as an audience; someone with 

whom I can share stories, understandings, puzzles. 1 also have a 

sense of other readers hovering near me. 1 will share this with 

P m .  She is visiting relatives in Trinidad as 1 write, but when 

she returns we will meet and discuss the letter. 1 still feel her 

presence. 1 see her face, and imagine her reactions; raised 

eyebrows, crinkled smiles, frowns. 1 am surprised by how memories 

are infused with sound, I hear P m ' s  voice, the rhythm, pattern, 

intonation; staccato refrains of comments to the students--"in 

your dreamsN--the iow, intimate hum as she works closely with 

students, blurred classical music in the background. 

It was difficult to make sense of the pages and pages of field 

texts 1 have, to move £rom the experiential field material to a 

research text that reflects analysis and interpretation. As 1 

think about how 1 did this it was more of an analysis of 

narratives, than a narrative analysis, remember Polkinghornets 

(1995) distinction? It could be a lifetime of work to go through 

rny field texts, each time with a slightly different twist of the 

kaleidoscope, each time with a slightly different purpose. 

1 know that returning to my field texts brings me back to life in 

the classroom; 1 want you both to feel the li£e of the school and 

the life of the class. 1 find that in trying to communicate life 

experiences, in trying to give a sense of the quality of those 

experiences, 1 tell stories, narratives of multicultural teaching 



and learning. You will find a lot of stories in this letter, some 

nested like Russian dolls, one inside the other. 

1 have a feeling that 1 want to tell you everything, but 1 know I 

c m  not do that. In the first part of this letter (chapter eight) 

1 will tell you a Little about the cornmunity and Bay Street 

School, Next, I will tell you about some of the every-day 

activities in P m ' s  class. For the second part of the letter 

(chapter nine) 1 share several more stories that further 

illustrate what 1 mean by Pm's teacher knowledge as being bound 

up in children. They are The Sailor Moon Sticker S t e a l i n g  Sto ry ,  

The Teapo t, T h e  Bankbook, and Swinging on a Star. 

In a final section (chapter ten) 1 will discuss Pm's teaching in 

light of the multicultural literature, and other perspectives. (In 

brackets like this one I have added asides to the main text of my 

letter, They are used to corroborate, contradict, or confound what 

came before, a representational mode reflective of my experiences 

in the school and class,) Ms. Multicultural also appears 

occasionally in the letter, she provides an explmation of some 

ideas, and a chorus of support for other ideas2. Her responses are 

preceded by the acronym MM.  side des and MM appear in the f irst 

part of the letter, that is chapter eight. 1 invite you to add 

asides of your own and comments from MM to chapter nine if you 

wish. Please do so, have some fun with the text.) 1 hope this is 

not too confusing. I have had to restrain myself to avoid over- 

using these devices. It seems as though most statements could be 

given a different twist, looked at £rom a different angle, 



examined in a new light. Bear with me; 1 think both devices add a 

necessary element. 

Threaded throughout al1 parts of the letter (chapters eight, nine, 

and ten) 1 bring up some of the puzzles 1 have had about P m ' s  

practice. You both must remember how 1 was so perplexed when 1 was 

first in the classroom (see chapters six and seven for more on 

this). I told you it was like being on a roller coaster, only 1 

did not know if 1 was ever going to get off. 1 think some of that 

feeling had to do with what 1 wanted of Pam. (Was 1 looking for my 

Koto Woman?) So much of what 1 wanted was based on notions 1 had 

absorbed from the literature, £rom the immigrant teachers 1 had 

worked with before, from my desire that Pam be an icon of 

multiculturalism, a Ms. Multicultural (like me). I am so strongly 

in favour of more immigrant and minority teachers in the system, 

that 1 wanted to find proof that "they" were doing good things in 

the classroom. Only 1 had decided what the good things were. It 

took a long tirne to open up, be receptive to diffexence. 1 thought 

1 was open to difference, but the difference had to be of a 

certain kind. 1 thought 1 was receptive, but the way 1 was going 

to be receptive was already defined. Sometimes 1 wonder how our 

relationship suwived. 1 know it was Pam, the way she was with me, 

that helped I n e  work through the barriers 1 had erected without 

knowing they were there. Relationships have a way of doing that. 

Other pêople listened through this . Mick must have 

tired of me, but he never complained (really), in fact, he 

encouraged tell him more and more; tha t  talking 

grown 

helped 

to make sense of things. Ming Fang, as you were doing your 



dissertation on multicultural identity, you shared your developing 

understandings with me; they helped me see 1 was trying to slot 

Pam into a specific spot. Rosebud, you also helped me work through 

the distress 1 felt by listening to me (is E mail listening?), 

sharing your teaching struggles with me, and by suggesting books 

to read, in particular Gloria Ladson-Billings ' The Dreamkeepers 

(l994), and Lisa Delpit's Other People's Children ( 1 9 9 5 ) .  Oh, 

those books came at the right time! Both helped me understand that 

1 might see something different when 1 looked at Pan's class than 

what 1 thought 1 saw when 1 reflected on my practice. 

In this letter 1 want to share understandings 1 have developed of 

Pam's practice, through long-term obsemations, intimate 

discussions, beneficîal readings, and concentrated reflections. 

(It is not that al1 the puzzles are solved; far £rom it. It is 

just that now 1 am more cornfortable with being puzzled, that 1 see 

a puzzle as a starting point of inquiry.) Corne and join me in my 

travels to the school and to the classroom, immerse yourselves in 

the school and the classroom. 1 want you to experience, however 

vicariously, the every-day rhythm of P m ' s  class, and also some 

extraordinary times. 1 want you to get to know P m ,  and to see 

what you make of what 1 tell you, see what can be learned £rom 

intense time spent with one teacher, in one school. 

A Snapshot of Bay S tree t  School 

Rosebud, 1 wish 1 could walk with you through the community which 

surrounds Bay Street School. (Ming Fang you have been there m a n y  

times; now see it through my eyes.) 1 could show you some 
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photographs 1 have taken the next tirne we see each other. 1 am  lot 

sure if you went there when you lived in Toronto. 1 think you 

would be surprised; it is so diverse- Most cultures in Toronto are 

represented there, but, then again, you must be used to that in 

New York, too. We could walk to the school from the subway stop 

and wander in the market area near the school, or visit the small 

art galleries, or have a latte outside. MM D i v e r s i t y ,  diversity. 

oh. the w o n d e r s  of diversi ty! 

Bay Street School might surprise you, too; it is often described 

as "inner-city", but that does not convey the complexity of the 

cornmunity, nor the way that complexity echoes inside the school. 

If we took the streetcar from the subway station rather than 

walking, when we got off, if you looked to the left you would see 

a park with huge, perfectly spaced trees, a community centre, and 

a pool beside the school. 1 wonder if that would fit your images 

of "inner city school"? Then again, if you looked straight ahead 

you would see the front of the dilapidated building with graffiti 

all over it. 1 am not sure what it is, a hotel, a boarding house, 

a place for prostitutes, al1 of those? 1 guess part of it does fit 

with the image of "inner-city school". 

Pam has told me that Bay Street School is different than the one 

she worked in before, also described as an "imer-city" and "low 

socio-economic" school.   am has told me about teaching at that 

school. There were no greenery, or low rise buildings, or single- 

family houses like Bay Street School; only anonymous high rise 

buildings. P m  felt there was a violent atmosphere around the 

school that pemeated the classroom, and that to her, Bay Street 
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School does not feel that w a y . )  Pam feels B a y  Street School is not 

that poor, and that there is an over emphasis on nutrition 

programs. When 1 see some of the students with Nike jackets, or 

hear about their trips to visit relatives in Germany or Vietnam, 

or look at their photographs of winter holidays in Florida, I 

wonder about that, too. P m  tells me that as a single parent of 

two young boys in Toronto she had to make it on her own. She 

struggled and had a hard t h e  at first, but she made it. P m  feels 

that nutrition programs, and othew ones in the school, 

particularly those that offer care from early morning until late 

evening, Say to the parents either, "you c m  not look after your 

children, so we will" , or "you do not need to look after your 

children, because we will". Either way she feels it is 

disempowering to parents. She would not use that term. I will have 

to ask her w h a t  she would Say- MM Full-service schools are so  

i m p o r t a n t  in c o m m u n i t i e s ,  particularly those that have a high 

incidence of poverty. 

This still puzzles me though. 1 know some of the children in the 

class were hungry. One little boy always took extra pieces of 

fruit or cheese £rom the "continental breakfast" and accepted any 

food 1 offered him. (He was the tiniest in the class, he looked 

like he belonged in grade one,) Was he hungry? One day when I 

asked Pam if she thought he was hungry, her face clouded over and 

changed. MM Hungry children, even one hungry c h i l d ,  make nutrition 

p r o g r a m s  w o r t h w h i l e .  Nike jacketdtrips abroad/hungry children, 

these are part of the complexity of working in a multicultural 

milieu. 1 have found that B a y  Street School is no more homogeneous 

economically than it is ethnically, culturally, linguistically, or 
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academically- That is part of the complexity that Pam has to 

handle in her practice. That is part of the complexity of 

multicultural education; in the past 1 had looked at it is as more 

about cultural and linguistic diversity, keeping economic 

diversity more in the background. 

The school is large, but the enrollment is under 700. (There was a 

concern in the school about "keeping up the numbers". When a 

student left Pm's class, the principal worried that the numbers 

were dropping, which would affect staffing for the next year.) The 

staff is diverse in al1 ways - MM Children need t o  see  themselves 

re f lec ted  in the adults in the school. 1 wish you could meet 

"everyone" in the school. m e n  1 arrive 1 always go directly to 

the office to tell one of the secretaries that 1 am there for the 

day. Between this office staff, the International Languages 

Program teachers and other teachers, and the community workers, 

they speak m a n y  of the languages of the parents in the school. MM 

A rnulti-lingual, multi-ethnie teaching force is a necessity i n  

urban areas today. (According to a Board survey of student 

profiles about seventy percent of the students in Bay Street 

School speak languages other than English at home.) 

They have a sign-in book for visitors at the office, but they said 

since 1 was there so often 1 did not need to use the book, but 

should always tell them when 1 corne to the school. (They like to 

know who is in the school. There seem to be rnany different 

visitors--local to international, board to government, business to 

media.) The office is filled with activity. Steve, the principal, 

has an entrance to his office opening ont0 this xoom. The 

165 



teachersr mailboxes are here, too. Students have a table there 

with playground equipment that they sign out during recess and 

lunch. They often sold pizza for fundraising here. (1 once won 

free tickets to a Blue Jays baseball game when I bought some 

pizza; 1 went with Pam, the principal, and the vice principals-) 

1 usua1l.y run into a student, or teacher, or parent that 1 know 

when 1 am in the office. 1 have seen police officers there, too. 

One day a policeman was casually talking to the secretaries, 

asking for one O£ the vice principals by name, and when told he 

was upstairs in his office, he said he could make his own way 

there. (1 was so shocked that he knew the way, how often did he 

make that trip?) At my first Christmas concert in the school the 

police had to corne to break up a f ight between two parents - [The 

doors to the school had to be locked. 1 wondered what would happen 

if there was a £ire.] Pam tells me a police presence is part of 

the children's lives; they think nothing of it. (1 was told by 

another teacher that drugs are also a part of the childrenrs 

lives; they find used needles on the playground. When Pam did a 

drug awareness class, only one child seemed to know anything about 

drugs. One day on a walk through the first floor, opposite a room 

filled with tiny children, there was a display of posters in 

shaky, childish lettering--"Needles, No!" "Don't touch needles! " .  

They were illustrated with syringes.) 

A left turn at the office leads to the auditorium. 1 have been to 

concerts, musicals, plays, recitals, and assemblies there. They 

have assemblies every Monday morning (Pam loved to have swimming 

lessons then so she could miss them), and also special ones to 
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honour the "Student of the Month". They give a certificate and a 

book to the winning students from each class and each 

international language class. MM Learning the languages of home 

are important for children 's cogni tive and social development . 

When George won he told me it was the first t h e  he had ever won 

an award in his life. He said now he was sure he was not adopted; 

he had thought he was because he was the only one in his family to 

never win an award. ( P m  was pleased when George received the 

award; she held rny hand and squeezed it when we talked about it at 

recess . ) 

The winners have their pictures taken with one of the Vice 

Principals. These pictures are posted on the walls outside the 

office. MM Children from al1 cu l tu re s  a r e  represented; this is so 

important for self-esteem. They have display cases in the halls, 

too. Some of them have pictures and other artifacts from long ago, 

one has a bust of the first principal, Robert Maclean. There are 

also old photographs and artifacts £rom early years stored in the 

library. Mick and 1 went through boxes and boxes of materials one 

day. (The early pictures puzzled me. There is one I rernember 

vividly, a picture of a sports team. 1 could not identify what 

sport it was. The people in the photograph looked like men, not 

boys; they were al1 White. Were they students? Were these the 

"scholars" Robert Maclean taught? Where were the "otherrt children. 

So many of my puzzles, £rom small to large, have not been solved.) 

A right turn at the office leads to the Parenting Centre. Rosebud, 

now that you have a baby and teach Early Childhood Education, 1 

would especially like you to see this part of the school. It 3s 
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filled with grandparents, parents, and toddlers, Some parents work 

there as volunteers. MM Parental involvement, parental 

involvement!. Sometirnes the enticing smell of home baked cookies 

would rise up £rom the Centre al1 the way to Pan's classroom on 

the opposite end of the second floor corridor. 

There are a lot of fun activities at the Centre for young 

children, many involving the whole family. These programs , and 

others in the school, are aimed at promoting family literacy. 

(They do not have a multicultural literacy program like Grace 

Feuerverger's (1994) in the school. ) They have a ~amily Math 

Program in the school, too. I'd like you to meet Jeanette, the 

community liaison person, that works out of the Centre. She has 

been in the school for years, first as a parent and teacher's aid, 

then in the community liaison role- Pam has said she wonders why 

there is a position like that. This puzzles me, as links to 

community seem to be integral to the school philosophy and school. 

programs. (Ms. Multicultural would believe in these links, 

wouldn ' t she? ) MM Cornuni ty 1 inks, cornmuni ty links ! 

Leaving the Parenting Centre and walking through the corridor one 

of the first things you would see would be some tables piled with 

old clothing. There are notices above the tables in different 

languages that tell people to help themselves to what they need. 

MM U s i n g  parents ' languages makes them feel  part of the school 

community. (When we were at Sears for a Christmas concert 1 had 

seen bags of clothing and was told that they had been collecting 

them for Bay Street School.) P m  tells me that the students in her 



class will not Wear those clothes; they are very fashion conscious 

at that age. 

Further d o m  the hall, opposite a staircase to the second floor, 

is the library. They have divisional and staff meetings and 

community meetings there, as well as cornputer classes and library 

periods. There is a room attached to the library where teachers 

show videos on an enomous television. 1 spent a great deal of 

time in the library as Pam was friends with the librarian, 

Cynthia. (Also because there was a phone and a washroom 1 could 

use.) 1 love the library; there are always displays of student 

work; science fair projects, creative writing, drawings. But 

mainly 1 love the library because Cynthia always had t h e  to talk, 

and we became friends. (Like Pam, Cynthia has retired; so many 

people went for early retirement when it was offered.) 1 had a 

routine of stopping in the office, then the Parenting Centre, then 

the library, before going to P m ' s  class. 

" D o m  There" : The  F i r s t  ~loor/Second Floor S p l i t  

Ming Fang and Rosebud, as you read this section you need to keep 

in mind that 1 lived on the second floor. I experienced the second 

floor culture, and the stories 1 heard w e r e  stories told on the 

second f loor, about the second f loor, about the f irst f loor, and 

about the differences. My account would no doubt be different had 

1 lived, as well, on the first floor and heard stories there of 

the two floors and their relationship. It is a little like any 

situation where parties have stories of one another and we only 

hear one set of stories. 



As 1 said, P m ' s  class is on the second floor. When 1 Say second 

floor, it has much more meaning than location. It is as though the 

school is split through the middle, like a layer cake. (There are 

other layers; another is on top, 1 never go there. The bottom 

layer is the basement, with the day-care centre and student 

cafeteria. I eat lunch in the cafeteria sometimes. The cook calls 

me 'Teach" and gives me big portions- He is a former student. Pam 

tells me there are rats there.) MM M a y  of the s tuden ts  have free 

or subsidized meals in the c a f e t e r i a .  These important programs are 

supported by business donations and governmen t funding. 

The second floor is the work place of the school. Pam and other 

teachers on the second floor Say this in contrast to the first 

floor. The first £loor, "dom there", is the layer where students 

are coddled, where they are given instructions on how to do 

everything, where they do not develop a sense of responsibility. 

"Dom there" refers to teachers who emphasize play, and the 

child's expression, rather than s k i l l s .  (It is whispered that 

" dom there" students are not being taught how to read or spell.) 

P m  says that the children who corne £rom 'dom there" have a 

stunned look on their faces and it is very difficult to deal with 

them. The teacher next door to Pam laments first floor arrivals 

each year. ( P m  has told me that some of the teachers on the first 

floor had not wanted their students to go to either her or the 

teacher next door, or another one on the second floor. The 

teachers on the first floor thought that those second floor 

teachers were too strict. They were worried about their students 

going to this stricter environment. Pam said it is not so rnuch 
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that it is a stricter environment, but an environment where 

students have to think, and where students have to work 

independently. They are not used to that because 

have been told everything to do. ) (Oh, there are 

contentious stories in a school. In my inquiry 1 

"dom there" 

so many 

have learned 

Bay Street School is no more homogeneous philosophically than 

is cul turally, linguis tically, economically, or academically . ) 

they 

that 

it 

The second floor is where the teachers have to remedy the problems 

associated with having children play and express themselves. The 

second floor is where teachers have to teach. (One day 1 arrived 

at Pm's class and found a first floor boy sitting at the back 

table. He was wearing a blue plastic painting smock. There was a 

large piece of construction paper in front of him, and pots of 

paint of different colors. He happily drew a picture and assured 

me that this was better than going to the classroom next door to 

Pam's where he would have had to work. He said that when the 

supply teacher had thrown him out of class, the vice principal had 

given him a choice of which room to go to; he had chosen this one 

even though he had heard that Miss M was mean. He felt he 

had made a good choice, as al1 he had to do was draw a picture. As 

he told me this, he laughed. Later Pam told him to mite a story 

to go with the picture he had &am. He wrote one word, "rabbitu- 

Then he threw himself on the floor, howled, and rolled around.) 

The teachers on the second floor work as a team. (When one teacher 

left and a new one came, P m  was relieved that she seerned ready to 

become part of the second floor.) The firrst year 1 was there P m  

and a grade two-three teacher did a "Reading Buddy" activity which 
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paired younger and older students to read to each other and do 

f ollow-up j ournal writing . MM Peer assis ted 1 earning, coopera t ive  

1 e a m i n g ,  are so important in mu1 t i c u l  tural, mu1 ti -lingual 

contexts. The second floor teachers also had a work group, 

developed curriculum, and planned student promotions, based on 

knowledge of the children and knowledge of the teachers. 

Most of the team work was of a less formal nature, woven into the 

every-day fabric of daily interactions of second floor life. The 

children appeared to move effortlessly £rom room to room when 

needed. (1 said this to P m  one day. Pam told me it only looked 

effortless because I had not been there at the beginning of the 

year to see how it was done. Pam always kept me aware of the fact 

that 1 only knew the school and her class in bits and pieces.) The 

teacher next door had a little girl in her class who was willing 

to tell a story, but not to write it. MM It is i m p o r t a n t  for 

childzren to express themselves orally before having to wri te. She 

was sent to Pam's room. Parn told the little girl to get a pencil 

and paper and mite a story. She wrote one page. 1 asked her why 

she wrote a story in Pm's class, but not in her class. She looked 

surprised, as the children so often did when 1 asked what 1 think 

they viewed as obvious questions, and said that if Ms. M 

asked you to do something, you did it. (1 wish 1 could name the 

student ço she could be more real than "she". A bulletin board 

outside her class had displays of students' self-portraits. Each 

face was large, taking up most of the page, eyes looking straight 

ahead. Hers was of a tiny figure blown tcpsy-turvy by the wind, 

high in the air. ) 



Teachers on the second floor did not rely on "the office" to 

discipline their students, but sent them to different classrooms 

depending on the child and the infraction. The teachers seemed to 

take pride in being able to solve their problems in this way. They 

contrasted this with "dom there" where there was not the same 

level of cooperation, where teachers relied on "the office" to 

take care of discipline problems. (Pam felt that the people in the 

office did not know the students as well as the teachers did, so 

it was better to take care of problems thernselves. She also felt 

the principal valued this, and that was one reason why he did not 

frequently come to the second floor.) 

Not al1 "visitors" were in Pm's class for disciplinary reasons. 

Pam's former students would drop by and rerninisce about what it 

was like to be in her class. (One recurring comment--being in 

Pm's class was good preparation to handle anything that came 

their way.) One little boy £rom Trinidad came to visit her 

regularly. This had begun his first day in the school when he had 

run away and had been brought back by P m ' s  husband who took him 

to her room. Whenever he felt the need he would come to visit P m .  

He would climb ont0 P m ' s  lap, give her a hug, whisper a few 

words, plant a kiss on her cheek, and leave. MM Children cm 

r e l a t e  t o  teachers £rom t h e i r  own cu l tu ra l  backgrounds. W e  need a 

m o r e  diverse teaching £orce t o  r e f l e c t  the diverse student 

population we have.  (One day Pam told me a story about another 

little boy £ r o m  the Caribbean. His teacher was worried because he 

was poking O ther dur ing circle t i m e  . Pam that 

Caribbean he would have sat in a desk in a row. The only 

the 

opportunity for misbehavior would be to poke the child in front of 
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him with a pencil; that child could not show any response or he 

would be in trouble with the teacher, No wonder he would act out 

when he was in a circle here. m e n  I said to Pam that she showed 

sensitivity to children £rom other cultures, she laughed. She told 

me she had been amoyed with a new student who would not remove 

her snowsuit after recess. Pam's husband reminded her that this 

was the first time the child had seen snow. P m  asked me, "Who is 

sensitive?") MM Immigrant teachers can relate to immigrant 

s t uden t s  because they have of t a  undergone similar experiences . 

P m  's Classroom 

Ming Fang and Rosebud, it is so hard to recreate the classroom 

where 1 spent those two years. As I describe it physically, it 

seems owdinary. Pam's classroom is at one end of a second floor 

hallway. If you were to peek into the room you would see round and 

rectangular tables and small plastic chairs arranged around a 

piece of blue carpet curled at the edges. The classroorn is large. 

There are closets at the back, a sink on one side of the closets 

and Pam's cupboards on the other (Pam has a refrigerator and 

electric kettle in one cupboard), large curtained windows along an 

entire wall with shelves filled with toothpick geornetric shapes in 

front of the windows, and boards at the front and side. Drawings 

decorate the upper portion of the walls, some too high to reach 

without a ladder, some there for years. More art is taped on the 

closets, and strung through the middle of the room is a line with 

art hanging from it. (Sometimes there would just be two or three 

fo r lo rn  items hanging £rom the line. 1 would wonder where al1 the 

rest were.) (Some of the paper mobiles hanging from the line are 
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wonderful. There are intricate ones of hockey players with sticks 

that move.) There are bins for students' belongings, art supplies, 

math rnanipulatives and al1 the things a teacher would collect in 

15 years in a school. Books are in more bins and on shelves. (What 

would teachers do without bins?) Chart paper covers a great deal 

of the wall space, some has instructions for activities on it, 

sorne has lessons on it. Perfect cursive script done in chalk is on 

the front board, and journal instructions are pxinted on chart 

paper and taped to the side board- There are two computers in the 

back of the room, near P m ' s  desk and table. Pam often works after 

school with two brothers on the computers; she has tutored them 

since 1 have been in the school . (There is a push for technology 
in the school; much funding is directed to the purchase of 

computers. ) MM It is important  for al1 children to have access to 

technology. (Unspoken school story. Several laptops were purchased 

for students to take home. There was whispered concern that sorne 

adults might take these computers and sel1 them for drugs.) This 

is where 1 sat, sometimes beside P m ,  sometimes beside students, 

sometimes alone . 

As you came into the room you would hear the muffled sound of a 

radio coming from behind a closet door, classical music softly 

playing, and the sound of childrenrs voices, like a hum or a buzz 

just a little louder than the radio. If it was near the beginning 

of the day, and if a child were late for school, you would hear 

them speak from the £ront of the room. "Good 

M . 1 am late because my mom said 1 

moming Miss 

had to wait for my 

sister". Before tardy 

are required to state 

students can join 

their reasons for 
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clear voice, over the radio and the hum of other voices, over the 

sound of children reciting poetry or reading aloud, so Pam, seated 

in the back of the room, can hear them. (Does that sound simple? 

Sorne students struggled with having to explain themselves. One day 

a little boy wet his pants trying to explain the reason.) MM The 

poor boy. (One day the class was at a puppet show with grade four, 

five, and six students. At the end they were told to ask 

questions . Pam' s s tudents did, in clear, loud, con£ ident voices . ) 
MM But, does i t have to be so hard? 

( P m  told me that when she arrived in New Orleans to begin 

university she was tongue tied. She had not been encouraged to 

talk in school or at home. She could not speak before groups; she 

could not formulate a thought £or herself. She told me she does 

not want her students to be like that. She said if there is one 

thing that a student who leaves her grade four/five class will be 

able to do, it will be to talk in front of a group of people. 

Reciting poetry, reading aloud, doing activities in front of the 

whole group will rnake them feel cornfortable presenting themselves 

to a group. P m  told me a story about one student who arrived in 

September, subdued and quiet, her body sunken in ând curled up on 

itself, and her head dom al1 the the. Al1 the students wexe shy 

about reciting poetry and reading in front of the class, but she 

was the shyest. Pam tells students, "Shy ends at the door of the 

classroom. This is the place where you can take the risks, This is 

the place where it is okay not to be perfect speaking in front of 

a group. This is the place that you are going to experiment with 

these things.") (The little girl volunteered to recite at an 

assembly. ) 
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T h e  Routine 

P m  has a routine with her students. (Maybe al1 teachers do.) It 

varied during the time 1 was there, but for long periods there 

would be a similar pattern to the class, then the 

change, and that would become the routine. 

patterns there were consistencies. To give 

routine looks like, 1 will describe one to 

is distilled from months of observation, 1 

YOU 

YOU 

use 

particular day so you can see specifics. Weep 

pattern would 

the changing 

idea of what a 

detail. mile it 

material £rom one 

in mind that 

throughout this routine, unless 1 indicate otherwise, Pam is 

sitting at her table, busily marking homework, or working with 

students. The routine proceeds without interruption from Pam.) 

Good morning Miss M , good rnorning Mrs. Phillion. The 

students jostle, push each other, and speak quietly to me as they 

put away their coats and book bags in the closet beside my chair. 

(They are not allowed back into the closet until lunch time. ~ h i s  

puzzled me.) They gather cross-legged on the carpet  facing the 

back of the room and listen to the radio program, Radio Bay 

Street, put on by a middle school teacher and Cynthia, the 

librarian, and broadcast daily over the intercorn. This program 

features students giving information, and sometimes announcements 

from the principal. The program ends with the national anthem "Oh, 

Canada". Pm's students stand up and sing, many of them with 

gusto, the ESL students watching and listening. (Remember Aisha 

from the prologue? She stood straight, at attention, through the 

entire Song.) 



As soon as announcements are over (without any signal £rom P m ,  

without naming who is to lead the activity) a student climbs ont0 

the table near the chalk board at the front of the room and does 

the date and weather. Students Say out loud what they are going to 

mite on the board. They Say, and then write in cursive script 

' ? ~ i l / M b z c h q ,  &-wmy20i%, j997, and spell it out as they write-- 

78 9 4 q. They put down the temperature--minus nine degrees 

Celsius. They mite adjectives about the weather--cold, snowy, 

still. The students sitting on the carpet watch until the student 

at the board has finished. Then the large group corrects spelling 

and other errors . They correct penmanship. "Your 1 is too small, 
it has a big loop." (When the students come up to work with P m ,  

she tells them similar things about their handwriting.) 

Pam sits at her table at the back of the room throughout this 

activity. When the students are finished, they tell Pam the 

activity is complete. Pam tells the class it is her turn to come 

up to the front and talk. (At this point Parn often does a rnini- 

lesson, or reads poetry or a story to them; this is followed by a 

review of their responsibilities for the day.) Pam commented on 

the temperature. The student had written it was minus nine degrees 

Celsius. She pointed out that the student was \\estimatingJJ what 

the temperature was and asked them what estimating rneant. Some 

students said it was guessing- P m  asked them what the difference 

was between estimating and guessing; there were several answers. 

Pam said, "That is the general idea but what 1 want to know is 

something specific." One boy said it is like comparing when you go 

outside, you think about the weather and you compare it with the 
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weather of the day before, Pam said that from now on they were 

going to use a thermorneter. The student doing the date and weather 

would be responsible for bringing in the thermometer and checking 

the temperature. They would no longer be estimating. She asked 

them how a thermometer worked. There were a few comments in the 

class and a lot of silence. She asked students "Who is in grade 

five? Who was in my grade four class last year?" She said anybody 

who was in her grade four class last year would know the purpose 

of a thermorneter. 

At 9 :50  two children got up £rom the group and l e f t  the room- 

(Remember P m  does not Say a word about this.) They returned with 

a tray of food, the "continental breakfast" they have in mid- 

morning. They placed the food on a table by the door and re-joined 

the group on the carpet. MM Nutrition programs, nutrition 

programs! Pam asked the group what the next activity was. They 

said i t  was "international words." MM Promoting the use of home 

language and culture is so important. Pam moved back to her table. 

First there was silence in the group. One student said they needed 

to taLk about it. Little groups began to discuss it. The same 

student said they should talk about in a large group. The students 

al1 moved back into one large group. There was a long conversation 

while the students decided what the international word should be. 

They read the former words, which were developing as a kind of 

dialogue: 'Hello", 'How are you?", "1 am fine." "What is your 

name?" They discussed what should corne next, some said, "My name 

is" was logical to follow, some wanted to deviate and Say 

something else. Gradually the students carne to three choices, One 

student asked how they should decide what word to use. Another 
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suggested they vote on it and wrote choices on the board. They 

raised their hands to vote. "My name is" had the most votes. 

(Pam was in the back marking during this.) The students told Pam 

their choice and how they had corne to it. Pam said that was fine, 

but they could deviate £rom the formula that was developing. Then 

they wrote "My name is" in the languages of students in the class 

on the board which took about fifteen minutes; there was 

consultation back and forth. Pam then read what they had written. 

Modifications were made, and then al1 of the students read it in 

the various different languages. (1 was impressed with the 

decision making ability of the group. At first it had seemed that 

they did not know what to do. Then they began to talk, suggested 

choices, reached consensus, and finished with the writing of the 

words. I asked Pam if that was the kind of thing she wanted in the 

class. She said, "Yes, only 1 want more leaders, not just one". ) 

Pam asked them what was next on their list. They said poetry 

recitation and reading, and then journals. Pam gave instructions 

for journals. They would write about a nutritious breakfast, lunch 

or dimer. They could write it in the fom of a story or in the 

f o m  of a menu. (Later on in the day one of the students came up 

to her with a chart that had a menu for breakfast, lunch and 

dimer.  P m  was not satisfied. 1 did not see the chart.) P m  

asked the students how many were there when the nurse had talked 

about the different food groups; most students put up their hands. 

She said, good, they would have no problem doing journals. Then 

P m  said after this they would be doing their creative writing 



about a winter adventure, and they should mite something 

interesting, exciting, or surprising in the form of a story. 

The instructions were also on chart paper; students were 

responsible for checking that list to be sure they cornpleted their 

work for the day. At the bottom of the list were two items: math 

and science, When I arrived at the school in November, the 

students did not do math or science. In parent-teacher interviews 

in December, Pam said she was concentrating on lariguage arts, 1 

was shocked that math and science would be left out. (Pam later 

told me that the class viewed math and science as a reward, they 

could do them if they finished their "work". I was puzzled by 

this, 1 had not experienced students who viewed math as a 

"reward".) The students also had to keep track of the time; it was 

up to them to realize when it was time to go to a different class. 

When I first came to the class 1 was amazed to see students put 

away books, place chairs against the tables, gather their coats 

and lunches, and line up at the front of the room ready for 

International Languages class or physical education, or library 

time; al1 without one word of instruction from P m .  (Pam said we 

underestimate children, they can do it if left on their own.) 

The Rest of the D a y  Is Yours 

After going ovew the work for the day, P m  would Say, "The rest of 

the day is yoursw. At this point Pam went back to her desk and 

students would stand up at the front of the room and recite 

poetry. The ESL students would also do this. After reciting poems, 

they read aloud. MM ~ulticuïtural li terature is an important 
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component of a language arts program. They would ask each other 

questions, and time each student. When students finished both 

reciting and reading they returned to their tables and went 

through the list of things they had to do. (George would often Say 

to me, "mat 1 am 1 supposed to be doing?" ) They had to copy the 

date and weather, and the international words, then do the 

nutrition journal and the creative writing. As they finished each 

item, they would show it to Pm. Pam sat in the back of the 

classroom with a small group of children chêcking their work. The 

rest of the children hunched over their tables chewing on the ends 

of their pencils erasing, erasing, erasing, writing in their 

journals. When the students finished the work, they would corne to 

the section of the chart instructions labeled math. They woufd get 

a math book from Pam and work from where they had stopped the 

previous tirne. Sorne students appeared to do very little math. In 

the first couple of months in the school, 1 seldom saw any student 

do science. During interviews with parents Pam explained that she 

concentrated on language £irst. When they were cornfortable with 

those activities, she moved ont0 math and science. 

This is the normal rhythm of 

is punctuated with different 

ESL classes, some to special 

by whole class departures to 

the morning portion of the class; it 

students coming and going, some to 

education classes. It is interrupted 

International Languages classes, or 

to the gym. The rhythm is marked by classical music, and the hum 

of voices of children working at tables, or voices of small groups 

of students flowing up to P m ,  staying for a period of time, and 

then returning to their tables. P m  always has students working 



side by side with her, somethes one on one side, one on the 

other. Usually there are also two or three others near by. 

Pam speaks to the individual students and small groups in a low, 

subdued tone, a very intirnate voice. As they work with her, she 

often has a persona1 conversation with them. She shows more of a 

srnile, more of a sense of humour, more laughter, in the small 

group. (Through the use of her voice, the soft classical music 

playing in the background, the intimate atmosphere of work at the 

table, the students seern to be pulled into the work.) Pam works at 

the level where each individual child is in the subject area. MM 

Vygotsky! Vygotsw! The Zone of Proximal Development, and 

scaffolding are such important concepts in working with children 

f rom diverse backgrounds. She will often ask the whole group or 

individuals how they are working, what questions they have, where 

they are going with their work. 

It is not an easy task to 

never seen, to spend time 

travel with someone to a 

with someone they do not 

place 

know. 

they have 

1 hope 

that this part of the letter has provided a glimpse of Bay Street 

School, and a look at P m ' s  class. 1 wanted you to feel, if only 

partially, what it was like to be in the class for those two 

years. In the next part of the letter 1 will share some specific 

stories with you that delve deeper into Pm's practice. 



George is a composite character based on several students in P m ' s  class- As 

1 was writing these two chapters 1 felt a sense of frustration that 1 could 

not name che children, could not even use pseudonyms for them, as 1 had not 

negotiated using students in my research approval process with the board. 1 

found it difficult to use he and she when the children are real people to me 

and wexe so much a part of my experience in the school- To study a teacher's 

practice is to be with children. Next tirne 1 will attempt to negotiate work 

with children, and "naming" them, inro my research approvals. 

' The idea of a response was inspired by the book School Days (1994) by 
Patrick Chamoiseau. Chamoiseau's chorus "Les Répondeurs" fil1 multiple roles 

in the text, as does Ms . Multicultural. 



Chagter XX 

Classroom Stories 

Stor ies  From the Classroom 

Ming Fang and Rosebud, in the first part of this letter (chapter 

eight) 1 presented a glimpse of Pam's daily classroom life. 1 told 

you that 1 would like to burrow deeper into Pam's practice in this 

part of the letter. How could 1 accomplish that task? I could do 

it in many different ways; being a narrative inquirer, it seerned 

the best way to do it would be to tell you stories. 1 share four 

stories crafted £rom field texts, primarily field notes, journals, 

and theoretical munos. These stories, while nested in the routine 

of daily life in Pm's classroom, feel extra-ordinary. Part of 

what 1 do in this letter is to explore that feeling. These stories 

are purposefully constructed and purposefully told--to focus on 

P m ' s  experiences, to re-present our time together, and to link my 

beginning understanding of rnulticultural teaching and learning, 

(explored in depth in chapter six) to my evolving, devefoping, 

understanding of multicultural teaching and learning (explored 

throughout this work). Meanings of the stories, the "telling 

events" , and connections to rnulticulturalism, are further 

developed in the last part of my letter (chapter ten). 

It is rny hope that these stories achieve more than that (a hope I 

hold for al1 my writing). I wish to convey a particular sense of 

rnulticulturalism that grew out of, and flourishes with, my 

experiences of the people and places of my inquiry. AS such, 1 



have a compelling desire for you re-live my experiences. 

travel with you through the community; to seduce you, as 

seduced, by the contours, contrasts, and complexities of 

1 want 

1 was 

the 

landscape. 1 want to take you to Bay Street School, to walk with 

you £rom the first floor to the second floor, to stop with you to 

look at the art on the 

in the halls, to usher 

introduce you into her 

walls, to pause with 

you through the door 

life. 1 long for you 

you to hear the music 

of P m ' s  classroom, to 

to become familiar 

with the places and people that have rneant so much 

experience what 1 have experienced, to feel what 1 

know what 1 have known. 

to me, to 

have felt, to 

1 want to draw you into an intimate, connected realm of 

relationship and friendship that 1 experienced in my time in the 

school. 1 know that is impossible; the best 1 can do is try to 

breathe life into these stories so you can feel some of what 1 

felt. (1 think of Patrick Chamoiseau m d  Toni Morisson; they have 

a way of pulling me into their worlds that is incredible. How is 

it that certain every day words, put together in particular ways, 

c m  create such a feeling of connection?) 1 attempt to do that 

here, as elsewhere in rny work, with a personal, intimate, close-up 

look at details of classroom interactions between Parn and her 

students. It is my hope that this attention to descriptive detail, 

mingled with active, imaginative acts on your part, will create a 

ground for sharing my experiences and my understandings, for 

joining in the connected circle of relationships. The meaning of 

multiculturalism, for me, is in being open to these experiences 

and these relationships. 



As you know, you two are not the only ones with whom 1 am sharing 

this letter. P m  will read this letter, too (as will others) . But, 
then again, Pam is always a presence in my writing; 1 see her face 

and hear her voice in every sentence 1 compose. Sornetimes she is 

directly with me (as 1 attempted to portray in chapter seven), at 

other times it is as though she is hovering over my shoulder, 

thinking, questioning, provoking. (Koto Wornan transformed!) And 

Pam is there even more than that, she is intimately connected to 

the re-presentation and meaning making done in this inquiry. In a 

telephone conversation 3 told Pam that 1 wanted to write four 

telling events £rom my tirne in the school for this chapter. I 

could only recall three. As I puzzled over what the fourth one 

might bel Pam asked, "Was it the Teapot?" 1 said it was . I asked 

Pam how she knew which story it was. She said that it had been a 

special time for her, too- The stories re-present not only my 

experiences, but also what P m  feels were her experiences. They 

also re-present the continuity of our experiences together, and 

the CO-mingling of our narrative of understanding together. 

1 hope that as you read this part of the letter you will turn a 

"benevolent eye" (see chapter six) on the stories, on Pam, the 

main character in the stories, and on me, the writer of the 

stories. These stories, while highlighting Pam and her teaching, 

are constructed £ r o m  my perspective; 1 am irrevocably present in 

them, indelibly imprinted on them (in other words 1 could not 

entirely mite myself out of these stories) . Sometimes the 
connection of the stories to multiculturalism may seem elusive. 

Please bear with me, as 1 said earlier this will be partially 

resolved in the next part of the letter (chapter ten). However, 
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there is no dénouement (sorry if that disappoints), as there might 

be if this were a mystery; nor is there a gradua1 unraveling 

climaxing in a neatly packaged (generally happy) ending, as there 

might be if this were the plot of a fifties American movie; it is 

my hope that understanding grows slowly in active engagement in 

inquiring with me, puzzling with me, wondering with me. 

In the end, you may experience no sense of true satisfaction; 

indeed, you may feel frustration and dissatisfaction; you may 

out £or more traditional plot lines, more traditional 

characterizations, more traditional findings. That is one of the 

risks 1 take in writing like this. None-the-less 1 feel cornpelled, 

driven, to write this way. 1 feel that my signature, my style 

writing, was more shaped by my experiences of my inquiry, and 

of 

the 

phenornenon of the inquiry, than is generally acknowledged in the 

literature. (See Clandinin & Connelly, in progress, for a 

discussion of voice and signature.) 

As you read these stories I hope you will hear some of the 

refrains that are woven into the fabric of P m ' s  talk with her 

students. These refrains, and others, some humorous, echo in my 

mind as 1 write. They appear to me to be markers that focus 

concentration and understanding in a particular way. These 

refrains, periodically appearing in the text, were woven 

throughout the overall tirne 1 spent in the classroom. Ms. 

Multicultural is also threaded throughout this part O£ the letter; 

in contrast to other parts of the letter, however, she is not 

identified in any particular way; perhaps she is only there in 

imagination'. 1 invite you to invoke her as well. 
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Sailor Moon Sticker Stealing Sto y 

The noisy period of time cornes to an abrupt close. With no apparent 

instructions from Pam the children stand up from the carpet, go to the 

back of the room, and quickly remove things from the closet. They take 

their backpacks, coats, and lunch bags and line up in pairs at the front 

of the room. They push and shove each other; one girl says in a stage 

whisper "be quiet!" Gradually the line of students becomes quieter and 

quieter and quieter. When they are all quiet, when there is not a sound 

in the room, Pam tells them that they can go to physical education (PE) 

class. 

Pam and 1 almost always eat our lunch during this FE period on 

Wednesday. We go downstairs to heat her lunch in the staffroom. We 

rarely spend much time on the first floor. We use the microwave in 

the kitchen of the staffroom, have a short chat with a few teachers, 

check the mailbox in the office, and stop to Say hello to Cynthia in the 

library. In the staffroom, while Pam uses the micro-wave, 1 usually 

look at announcements on the bulletin board. 1 am surprised at some 

of the posted items. Someone is renting cottages. (1 have heard that 

some teachers have businesses.) One poster is for a feminiçt lecture at 

OISE. There appear to be a lot of teachers retiring; posters advertising 

who, when, and where are layered on the board. Most of the parties 

seem to be rather expensive to attend. 1 wonder how teachers feel about 
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this. With so many retirements, so much money for each party, do they 

actually attend? 

On Our way to heat Pam's lunch, we walk past the office. We glance 

through the glass walls of the room and see two of Pam's students 

there. One is Tara, the other is Annette. Tara is crying, and Annette has 

her head down. Pam goes into the office and asks them what the 

problem is. They tell her that the PE teacher has sent them out of the 

gym. The reason that they have been sent out of the gym is that Tara 

has accused Annette of stealing her Sailor Moon Stickers. 

Pam briskly tells the girls to come with her. She takes long strides 

down the hall towards the gym, the girls barely able to keep up. The 

door comecting the PE teacher's office to the gym is locked. We leave 

and go down another hallway, through the boys' gym, through a 

connecting door in the wall to the grls' side of the gym. In the girls' 

gym Pam walks up to the gym teacher. Al1 the girls immediately stop 

dancing and stare. Pam and the PE teacher have a hurried 

conversation. 1 stand awkwardly off to the side, part of it, but not part of 

al1 of it, hearing what is said, yet not hearing all that is said. I hear the 

names of the two girls. 1 hear the word steal, and 1 hear the word 

sticker. The PE teacher tells Parn that when she took the sticker book 

from Annette the remnants of Tara's name was in it. She says the 

erased first name was covered with the name Annette. Annette stands 



accused of s teahg  stickers by the PE teacher and by Tara. Annette has 

said she did not steal them. The PE teacher sent them both to the office 

where we found them. 

Pam says, "Come with me". Sornehow 1 am also swept up in this 

cornmand. We leave the gyrn and go into the attached cramped, 

windowless, airless, office of the PE teacher. Pam closes the door. Parn, 

myself, and the two littIe girls stand in the centre of the dimly lit room. 

My heart pounds. 1 feel uncornfortable when children are accused of 

stealing. I feel awkward; should 1 be involved in this conversation? 

The room smells strongly of what I associate with PE class-old sweat, 

unwashed clothes, new rubber balls. There does not seem to be any air 

circulating; my heart seems to be beating faster and faster and faster. At 

the same time that 1 feel apprehensive I am also curious about what is 

happening in the room. 

Pam tums to Annette. She says simply and calmly, "We are going to 

get to the bottom of this". She t a k  to Annette and never once accuses 

her of stealing the stickers. "We are going to get to the bottom of this," 

punctuates the conversation. Annette stands in the centre of the room, 

her arms loosely at her sides, her head down. 1 think her head has been 

down since she has been in the office. She looks up only when she 

speaks to Pam. There is a strong sense of emotion building in the 

room, inexorably building higher and higher. 1 am unable to figure out 



exactly why this emotion is building. This emotion does not feel bad. It 

feels concentrated. We are all concentrating on the moment. 1 have 

seldom in my experiences in the school felt so present in a situation, so 

little distracted by other things around me2. 1 again notice the pungent 

smell of sweat in the room, yet this t h e  it does not seem to be old 

sweat; rather it has the sharp, acrid odor of new sweat. For a moment 1 

wonder if it is me, then 1 wonder if it is the girls. Yet probably it is all of 

us because the tension is palpable. 

Parn tums to Tara and uses the same tone of voice, calm, gentle, yet 

forceful. Her words are evenly spaced. "We are going to get to the 

bottom of this." Parn asks Tara why she brought the Sailor Moon 

Stickers to school. Tara cries while she talks. Annette's head is still 

down. Tara says she does not have any friends. She says she tries to 

make friends by showing them stickers. Tara stops crymg; she stands 

shaighter. She says that she had shown b e t t e  the stickers the day 

before. Several children told her that Annette had taken the stickers 

while they were changing and put them in her bag. Tara says that she 

asked Annette to look in her bag, but Annette refused. 

The conversation continues. Pam repeats, firrnly, yet with a tone of 

reassurance, "We are gohg to get to the bottom of this". Pam calmly 

discusses friendship and how to uiteract in groups. She tells Tara she 

will help her, not with W g s  like the stickers which they will deal 



with later, but with things like how to get dong with a group. Tara 

again says she has never had any fiiends in the school, and she has 

been there since grade one. She says she does not have any friends 

anywhere. She says her mother has told her she can change schools 

next year. Annette look up. Pam tells Tara that instead of trying to buy 

friends with stickers, she should see how she can be a friend. She says 

that instead of worrying about having a friend, she çhould try being a 

friend. 

Pam is standing talking to Tara. Annette is standing, her head down. I 

am standing a little back from the circle of three in the dimly lit roorn. 1 

again feel uncomfortable, but at the same time curious. Later Pam tells 

me she was not uncomfortable at au. It is fine that 1 was there. She does 

not think Tara or Annette were uncomfortable. She said they both 

accepted my presence there as natural. 

There is no apparent resolution at this time. Annette and Tara are sent 

to join the remaining portion of the PE class. The accusation of the PE 

teacher and Tara that Annette has stolen the Sailor Moon Stickers 

hangs in the air. Yet, that was not the focus of Pam's conversation with 

the two girls. The focus was not on naming names, laying blame, 

deciding fates. The focus was on friendship and the meaning of 

friendship. The focus was on getting to the bottom of things. 



The Teapot 

1 walk upstairs to Pam's classroom. It is lunch time. The door is open, 

and there are two girls in the-front of the room. They have paints, 

rulers, scissors, a large roll of paper, and other art supplies scattered on 

nearby tables. They have an air of concentration about them. 1 ask what 

they are doing. They Say they are making posters for the Multicultural 

Fair. It is going to be held that night from 5:30 p.m. to 8:00 p.m. The 

posters are titled "The Teapot". One poster has an o u t h e  drawing of a 

large flowered teapot. It is tihed, the spout pouring steamy liquid. 

There is a sign indicating that tea is available. The other poster has a 

drawing of a smaller teapot similar to the large one; there are 

decorations of a large chocolate layer cake and chocolate chip cookies 

on one side, and a few fortune cookies on the other. 

One of the girls asks, "Where have you been, Mrs. Phillion?" 1 tell 

them that 1 have had a cold, and that I am sorry that 1 have not been 

able to corne for a while. 1 Say that I have missed them. I walk to the 

back of the room, Say hello to Pam, and ask her, "Are you going to the 

Multicultural Fair tonight?" She says "Yes, it is a command 

performance; but 1 will not stay for the whole thing." 1 am 

disappointed. 



The Multicultural Fair is one of the highüghts of the school's calendar 

of community events. Steve, the current principal, initiated the first 

Multicultural Fair; this is the fourth one held. There had been 

community activities put on by the school prior to the inauguration of 

this fair, but this one features dance and music performances by the 

International Languages groups. People have been planning and 

preparing for it for months; it was the major topic in a recent Parent's 

Advisory Council Meeting and last weeks' staff meeting. In both 

meetings they discussed the evening events. There would be tables 

selling home-baked goods, different Ends of food, plants, and used 

household goods. Some tables would be for goods that parents had 

donated to assist in raising h d s  for the school; other tables would be 

rented, at a cost of $5, for persona1 profit. There would be a raffle, 

garnes and other events. Most of the money raised would go to 

support nutritional programs in the school. Teachers could post 

student work. The performances by International Languages groups 

were to be the main feature of the evening. 1 have not heard Pam talk 

about the Multicultural Fair with her class. Did 1 miss it while 1 was 

sick? 

Pam and some students are preparing srnall packages of cookies 

wrapped in saran wrap with gold, red, green, or white ribbon around 

them. They are piling the packages into a large wicker basket. The 

students tell me they are going to sell tea and cookies at the fair that 



night. Other students straggle in and joui in preparation of more 

packages. They ask Parn how much the packages of cookies will cost. 

Pam asks, "What do you think?" The packages of fortune cookies, 

chocolate chip cookies, and slices of pound cake pile up in the basket. 

Some students are making packages of cookies and cakes; some are 

colouring posters, some are writing in joumals. I hear the hum of what 

I associate with a productive class. It intensifies and swells; childish 

voices are raised in excitement. The girls bicker over appropriate 

colours for the flowers on the teapot. Pam works at her desk. As 1 move 

around the room, the students ask me what is going to happen at the 

Multicultural Fair. They ask me what they are going to do. 1 ask Pam 

what the class is going to do. Pam says it is the5 fair, they can decide 

what they want to do. George sits at his desk and does a self evaluation 

to include in his r e~or t  card. He writes, "LiFQ i2 HeL i M  Mi22 

Pam moves to the " teacher's chair". The students move to the carpet 

area. She asks the students how much the packages of cookies and cake 

should sel1 for. "What do you think?" Pam asks. They shrilly shout 

various answers. Pam asks, "What is the purpose of selling tea and 

cookies at the fair?". Conversation ripples around the group as 

different ideas are shared. George sits on the carpet pulling his hair. 

The group cornes to an  agreement that they want to make money for 



field trips. Pam asks them how much money they think they should 

make. George mumbles that maybe the teacher wants to keep the 

money. Pam asks the students, "How will you figure out what to 

charge for the packages of cookies and cake?" She asks, "How will you 

know if you have met your goal of raising money?" Leaving the 

question hanging in the air, and the students sitting on the carpet, Pam 

goes back to her table. 

Puzzled looks and whispers sweep through the group. Questions, 

answers, ideas, suggestions, çwirl around the room. Numbers, shouted 

out, punctuate the discussion. The hum of voices grows louder. George 

continues to pull out small tufts of hair. One girl goes to the front of 

the class and holds up a saran-wrapped package of cookies. She asks, 

"How much should we sell these cookies for?" The students shout out 

more numbers. The girl look over at Pam and tells her that the 

students said the packages of cookies should be 50 cents, or 75 cents, 

depending on the kind of package. Parn says, "Yes, but how much did 

each package cost, and how much profit will you make?" The girl 

retums to the group and Pam returns to her marking. The 

conversation continues. Some students begin to put numbers on the 

board. Gradually, other numbers appear. The students begin to divide 

and multiply. The recess bell rings, but there is no change in the 

working rhythm of the class. 



Later Pam moves back to the "teacher's chair". She goes through an 

exercise with each different type of package of cookies. Pam asks, over 

and over, "What do you think?" The group discusses how much each 

package of cookies had cost, how many saran-wrapped packages they 

made fkom them, and how much they could be sold for to make a 

profit. Not everyone is in agreement. Some want to charge more 

money to increase their profit. Some want to charge less to ensure brisk 

sales. Pam remains quiet during this conversation. She eventually 

asks, "Well, how much will the packages be?" The students corne to an 

agreement based on how much they cost and how much they want to 

make. 

Some students quickly put the agreed upon prices on the basket of 

items. Others write in their math joumals the steps they went through 

to corne to the cost of each item. They write that they need to calculate 

how many cookies are in each package, how much the cookies cost, and 

how much they should sel1 them for. Others continue work on the 

posters. George asks, "What are we supposed to be doing?" 1 wonder 

why there is no discussion of what I thhk of as the purpose of the 

Multicultural Fair--a focus on community connections, a celebration of 

diversity, a chance to mingle and get to know each other as individuals 

and as members of different cultural groups. This is math class. 



Later in the aftemoon we go to the gymnasium where preparations are 

actively underway for the fair. Some of Pam's students ask what they 

should do. Pam tells them, "It is your Multicultural Fair. What do you 

think you should be doing?" Again, there are puzzled looks, sideways 

glances at each other, whispered asides. They find the spot where they 

are to set up "The Teapot". They have a good location on the stage 

where everyone will see them. They move tables, chairs, and white 

plastic benches. They arrange the furniture in a section for seating and 

a section for buying items. The girls with the posters ask where to put 

them. Pam asks, "What do you think?" They look around, and gesture 

towards the back wall of the stage. They have the posters, a possible 

place to put them, but nothing to put them up with. They disappear. 

They return with tape. The posters are up, the fumiture is arranged. 

Pam and 1 and some students bring a teapot, cups, and plates from the 

staffroom. All the students are busy. There is no sign of George. 

Aftemoon classes are over, the dismissal bell has rung. "The Teapot" is 

not complete. Some students decide to stay and work on it. Others Say 

they will return later, before the fair begins. 1 leave with a group to 

return to the classroom. On Our way back to the classroom we walk 

through the gymnasium and look at other displays being set up. By the 

tirne al1 the students leave it is about 4:30, 45 minutes after school day 

is officially over. Pam and 1 continue preparations. By 500 several 



students have arrived. They ask, "What should we do?" Pam asks 

them, "What do you think?" 

The food is laid out. The cash register is set up. "The Teapot" looks 

ready for the evening. Students begin rehearsing their various roles. 1 

am puzzled as to how they know who will do what. Three girls 

organize a raffle for a book Pam has donated called The Love Bug. They 

discuss what a raffle is, and how to hold one. They cut out small pieces 

of coloured paper to use for tickets; they plan to sell each ticket for 25 

cents. They practice shouting out for people to buy tickets. Later I buy 

four. One boy "mans" (this gendered word is appropriate for him) the 

cash register. Later his mother talks to Pam and me. She says her son 

will be a businessman. Some students pian to sell packages of cookies, 

others plan to pour tea. Everyorte is occupied. The hum of a productive 

group of people intensifies. There is still no sign of George. 

At 5:30 the Multicultural Fair beginç. There are two or three kinds of 

Chinese dancing. There is Vietnamese dancing. The Portuguese group 

does a Song. The Black heritage class does a dance that people in the 

audience respond to with enthusiasm. "The Teapot" does well; the tea 

and cookies are popular items; sales are brisk and many people are 

sitting in chairs, talking. All the raffle tickets are sold. The winner is 

pleased. Pam is encouraging the students as she jokes with them. She 

laughs with them, puts her arms around them, and gives them hugs. 



Pam also mingles with parents in the gym; 1 see her in close 

conversation with some of the rnothers. She dances to the music with 

some of the students. George appears with his younger brother; he is 

speakirig Viehamese with him. When 1 ask him about his language 

ability, he tells me he c m  only speak to his brother about simple things. 

"We don? talk about aliens", (one of George's favourite topics). 

When Pam and I discuss the evening; she tells me she is "thrilled" 

with what the students have done. She is proud of how the boy at the 

cash register handled hirnself. She is proud of the girls raffling the 

Love Bug. She is pleased with how the students sold the cookies, 

seated the people, poured the tea. Leaving most of the responsibility on 

the students' shoulders to organize it, and having very little rehearsal 

time, the students have done an amazing job. 

Pam had told me that she was going to be leaving early and would not 

stay for the whoie fair. We not only stayed for the whole fair, which 

went on past the $:O0 deadline, t iU about 8:30, but stayed and cleaned 

up, and finally left the school around 9:OO. I was particularly impressed 

with three little boys who stayed to the bitter end. They cleaned up, 

took out the garbage, mopped the floor, picked up paper and other litter 

off the stage, and carried thùigs back to the classroom. Finally, they 

removed "The Teapot" posters and brought them to the classroom. 



The Bnnkbook 

George uçually sits off to the side of the classroom, in a desk by 

hirnself. He has been there for several months. 1 am curious as to why, 

today, he is with a group at a table. As I w a k  past he asks, "Mrs. 

Phillion, do you know how to write a poem?" His partner taps a 

painted puik nail on the page and tells him to get to work. George 

hurriedly writes in his notebook. 

While the students are writing poetry, Pam calls them up one by one to 

collect money and permission slips for the ballet they are going to 

attend the next day. Pam tells me that she had been slow in sending out 

permission slips; they had only gone home the day before. There is a 

special system for collecting money in the class. Each child has a 

bankbook. In the bankbook they keep a record of how much money 

they bring in, how much is required for a particular field trip, and the 

balance of the account. 

Pam tells the students to bring their bankbooks, money, and 

permission slips to her desk. She says they need to have their 

bankbooks tallied. They need to record how much money they have, 

how much to take out of the account for the ballet, and the remaining 

balance. They are supposed to have done this work prior to class. 

However, when they corne to Pam's desk, many students have not 



prepared their bankbooks, although most of them do have money and 

permission slips. Pam looks around the room and says, "1 want to work 

with students who want to work". 

As students corne up, P m  has hem go through the calculations in 

their bankbooks. She works one on one, side by side, elbow to elbow, 

with each child. 1 am close by, yet 1 can not hear all the conversation; 

Pm ' s  voice is low, intimate. She seems to weave a math lesson on 

addition and subtraction into a conversation about their life. She latcr 

tells me that these encounters provide an opportunity to get to know 

what is happening in her students' lives. She also says that this is an 

occasion to work with George without him thinking he is receiving 

special attention. Parn feels that George's goal is to get attention. Her 

goal is to work with George individually without making hirn feel that 

through something he has done she is singling him out for this 

individual attention, but that it is a natural part of the class. "The 

Bankbook" is ideal for this. 

George is working at the table with his new partner. In a recent 

reshuffling of class groups, George has been paired with a girl who is a 

"helper". It had b e p  the week before when the class had worked 

through an understanding of how they could be regrouped. Parn 

proposed suggestions about how this could be done-she could group 

hem, they could go with friends that they liked, or they could have 



people who worked placed together, and people who didn't work 

placed together. The students had voted on the different options. 

There were 10 that voted for being placed with people who worked. 

Later some students told Pam they wanted to change their minds. They 

did not like the way they had decided to be grouped. Pam told the dass 

that this was a civics lesson; when we vote for something we can not 

keep changing Our minds. She told them to go home that night, think 

about it, and the next day they would discuss it again. 

The following day some students said, "1 want to work with students 

who want to work". The class decided that they would have groups 

composed of helpers, and people who needed help. Pam asked the 

students to raise their hands to identify themselves, and then to start 

pairing themselves off. One of the most exciting pairings for Pam (and 

me) is the girl and George. When the reshuffling had begun George 

had been sitting in his desk off to the side, and had not joined the 

conversations. The girl had pointed to George and said, "1 want to work 

with hm". At their table was another pair, again a girl who identified 

herself as a helper and a boy who identified himself as needing help. 

The four of them now were working together. Pam was irnpressed 

with what the students had done. She said, "You know, if we would 

just stand back, and let children be, and let children do what they can 

do, they would be so much better off." She said, " We cari learn from 

them. It is not only that they can learn from us." 



George leaves his group and comes up to Pam's desk. Pam very 

carefully goes through the calculationç-how much he had in his 

account, how much he needed for the ballet, how much he had used 

when he went to see Aladdin and His Magic Lamp, (apparently 

George's bankbook is not up to date), and what the final balance should 

be. When Pam asks George where the money he thinks is missing 

might be, George responds, "Do you have it?" When Pam asks George 

a calculation question he answers, "It is a complete mystery to me". 

Pam says, "No, it is not a mystery to you, George. 1 think you know." 

George shmgs his shoulders; he stares off, somewhere. Pam says to 

him, "1 want to work with students who want to work." 

Working with George goes very slowly. Pam calls Tara up at the same 

t h e .  She has George on one side and Tara on the other. While George 

is puzzling through something, Pam talks to Tara, and vice versa; the 

rhythm moves back and forth, back and forth. Gradually Parn gets 

them both to the point where they are working on each other's 

subtraction and addition. George suddenly begins to shine. When it 

comes to Tara% work, George seerns to know the answers. He does not 

seem to find it a mystery. Parn says to him, "See George, 1 said you 

could do it. 1 knew you could do it. You have got it there (tapping her 

head). You just Say you do not know how to do it." 



Parn continues to work with George and Tara. She also calls up 

Annette. Annette seems to understand how to calculate her balance. 

She quickly explains what she has done and retums to her desk. George 

and Tara continue to do the calculations line by line, discussing it with 

each other. The process is slow. Pam seems drained. She has worked 

for over a half hour with George alone, and another half hour with 

George and Tara together. By the end of the work with Tara, George 

seems to understand "The Bankbookf'. He seems to be able to 

understand when he is not focusing on his own work. 

When we were having coffee later, Pam glowed. She said she was so 

excited she had wanted to throw her arms around George and give him 

a hug, but she did not. 1 asked, "Why didn't you, Pam?" She said 

something stopped her from doing it with George. She would with 

other students. 1 said, "Pam, 1 was here when George wrote a page and a 

half about dinosaurs. He said he could not stop writing, even for FE. 

You threw your arms around him and hugged hirn then". Parn said, 

"Yes, 1 felt conifortable then, but I am very careful. If 1 hug him and it is 

not real, George will know. It was real then, but it would not have been 

real this time. The worst thing for George would be to be given an 

automatic hug that didn't have true feeling behind it." 



Swinging on a Star 

The students went in the hall and measured the height and width of 

the space they had on the bulletin board. They removed the old 

displays; as they took them off the wall they gave some to me as 

presents. They discussed where they would place the major pieces of 

the new mural. The students were joking and laughing; they told me 

some of the nicknames they had for each other. Several teachers 

walked by. The teacher next door asked, "1s this what they mean by 

active leaming?" He, too, laughed and went down the hall. The teacher 

across the hall poked her head out of her door. She assured me she was 

not dishirbed by the noise. She closed her door. 

Ln the classroom, other groups of students drew small scale drawings of 

where they would place the major pieces they wanted to be on the 

mural. On large pieces of construction paper, using felt pens, they drew 

the mule, the girl swinging on the star, the pig, and the fish. Others cut 

out stars and moonbeams in different sizes. The students were 

preparing a mural as part of what they had planned to do for a new 

unit, "Swinging on a Star". 

While the students were working on their small scale drawings and 

tramferring them to larger pieces of paper, Fam was correcting each 

student's homework, and calling them to her desk to go over it. Pam 



was laughing and joking. One student said that now she was in grade 5. 

She wanted Miss M to be her grade 6 and grade 7 teacher. 

Pam replied with her favourite expression, "in your dreams". 

Another group sat on the carpet. Their conversation focused on how 

they would choreograph and act out the mural the others were 

creating. The conversation also focused on how the students 

themselves were interacting in the group. One boy said to two girls, 

"Why are you having that conversation together? You should be 

sharing it with the whole group." Some were raising their hands, and 

offering opinions. They discussed how to get everyone involved, how 

to Lake tums, and how to speak to the whole group, not only the 

person beside them. 

Towards the end of this session they appointed a student to talk to 

Parn. The student stood up and, over the hum of voices mixed with 

classical music, said, "Miss M we are ready to tell you our 

plans." Pam left her desk, walked over to the group on the carpet, and 

listened to what they had planned. She listened to the details of who 

would do what first, who would join in, who would have what role. 

She listened as they described what they would Wear. Pam said, "But 

what about your bodies? How are you going to move your bodies? 

Have you thought about that?" 



Pam told me that the choreography was important. She said 

occasionally she could hear one student Say to another, "But how are 

you actually going to do that with your body?" Pam did not want them 

to make an abstract plan; she wanted them to sing, to dance, to act. The 

student started to demonstrate "catching moon bearns" and "putting 

them in a jar", "being dumb as a mule", " being like a pig". Pam asked 

what the rest of them would be doing. They stood up, made an 

awkward, weaving line, and a l l  began to sing the Song, and m i m i c  the 

gestures of the Lead student. They were "Swinging on a Star". Pam left 

the group and went back to her desk. From Pam's initially picking out 

the tune on the piano in the classroom, to this level of planning and 

action, had taken a long while. 

The week before I had come to the school on a Tuesday and found the 

students sitting on the carpet. Some were laughing, some talking, some 

jumping around; a new student was douig gymnastics by himself. Most 

of the students were looking at Pam sitting in the back at her desk. The 

entire day I had felt tense and anxious; 1 felt the students were unhappy 

and lost. As a teacher, 1 would have been with the students, suggesting, 

guiding, directing. 1 had wondered what was happening with the 

students, what the purpose of sitting on the carpet was. Parn had not 

explained to me the purpose of this process. When 1 had left at the end 

of the day a couple of students had begged me to come back the next 



day. They said, "Help us. We do not know what to do." (One child had 

attached herself to my leg and did not want to let go.) 

1 had wondered about what was happening to the students off and on 

during that week. Had they understood why they were left on their 

own to work out a plan of action? Had they figured out what to do? 

Were they "Swinging on a Star"? Would Pam explain to me the why 

behind what she was doing? Would I be cornfortable enough to ask her 

about this? 

When 1 arrived in the class the next week Pam began a running 

dialogue with me. She told me the students had continued to fool 

around on Wednesday, Thursday, and part of Friday morning. On 

Friday afternoon, gradually, individually, in pairs, and in small groups, 

they had come up to her. They had told her that they were dissatisfied 

with not working, and would like to start making a plan of what to do. 

Pam had told them, "You know what to do. You have to get the whole 

group working." Parn retold the story of how gradually, individually, 

in pairs, and in small groups they had gone to the carpet and begun to 

discuss how to "Swing on a Star". 

Pam told me that she had been w a i k g  for the students to take 

responsibility for what they were doing. The direction and onus for 

doing things did not have to come only from her, but had to come 



from them as well. She said she was not here just to teadi them 

content, not here just to teach thern the curriculum; she was here to 

teach them life-long lessons. Pam said that what she wants is for 

students to take responsibility for their own leaming. She felt that this 

was one of the most important lessons that a student could leam in 

life. She said that to her this is the meaning of teaching--students leam 

life lesçons, not just curriculum lessons. 

Pam çaid that at first, years ago, this was very hard to do, she could not 

give it the wait time that it needed for them to do it. She said that she 

was so nervous that someone would corne in and see her doing what 

they would view as nothing. Now she no longer worries about what 

people think; in her experience this does work. And there did seem to 

be something that "worked" on that Monday. The students were 

planning what had to be done, and they were doing it. Pam knew that 

the students could "Swing on a Star". 



Summary: Comentary  on the Stories 

Ming Fang and Rosebud, how did you feel about the tone of the 

stories? Did you question the somewhat choppy style in which 1 

wrote? That style was purposefully used. My intention was to 

convey an understanding of the "partial" nature of research, and 

research understandings. There was no seamless flowing whole to my 

inquiry, but, rather, an accumulation of flashes of 

of tirne. In a similar way, the tone of the previous 

events , 

part of 

bursts 

mY 

letter (chapter eight) had a flow of thoughts, one often running 

into the other. The intentiori, was to show that experiences in a 

classroom also have a fluid quality. 

1 wonder how 

in the words 

have painted 

you have "read" the four stories? What  did you "hear" 

1 have written about Pam, "see" in the pictures 1 

of P a ,  "feel" in the interactions 1 have described 

of P m ?  D i d  you puzzle, as 1 did, over the lack of resolution in 

the Sailor Moon Sticker Stealing Story? Did you wonder, as 1 did, 

at why Parn did not discuss multiculturalism in The Teapot? Were 

you curious, as 1 was, about Georgef s life before and af ter The 

Bankbook? Were you perplexed, as I was, about what happened while 

Swinging on a Star? 

classroom. ~nsights 

partially, un£ olded 

These are some of my puzzles in Pm's 

into these puzzles partially, but only 

during the course of the research. 

Though there was little to suggest that Pam saw herself as a 

"multicultural" teacher, I experienced the unfolding events of the 

four stories as solid, substantial experiences of 

multiculturalism. As you read the stories were you puzzled by how 
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they are connected to multicultural teaching and learning? As you 

read the Sailor Moon Sticker Stealing Story was there any hint 

that Tara and Annette are Black? The story, for me, at first, was 

very much about a Black teacher £ r o m  the Caribbean interacting 

with two Black students . As you read The Teapot did you know that 

the students were £rom different cultures? This story, for me, at 

first, was very much about a group of immigrant students £rom 

Somalia, Vietnam, Hong Kong, China, Nepal, and the Caribbean 

preparing packages of cookies for a Multicultural Fair; a boy 

"manning" the cash register being £rom Bangladesh; girls selling 

raffle tickets being refugees, ESL and LEP (lirnited English 

proficiency) students. In The Bankbook you did learn that George 

was Vietnamese. The story of his relationship with his partner 

was, for me, at first, him being Vietnamese, heu being Chinese; 

the puzzle was why a Chinese girl took such an interest in a 

Vietnamese boy. Did you realize that the students in "Swinging on 

a Star" were from many dif ferent countries and spoke many 

different languages? The story, for me, at first, was of minority 

students from different cultures speaking different languages 

working together in groups with a teacher who is Black and an 

immigrant. Al1 the stories had this multicultural quality for me. 

But in telling the stories 1 wanted to present them as 1 thought 

they unfolded in P m ' s  teaching life, ber classroom narrative; and 

she appears, hardly, to notice mufticultural identifiers, at least 

not in the way 1 do. 

That is not to Say my intewests have completely disappeared in 

this letter tu you. The classroom events unfolded as multicultural 

events for me. 1 saw these events through a multicultural 
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perspective that initially focused almost exclusively on cultural 

and linguistic categories, less so on the people barely visible, 

at times buried, under the categories. As 1 retell the stories in 

this letter, they have been transformed somewhat £rom stories O£ 

multiculturalism to stories of teaching and learning. 1 continue 

to explore this developing understanding in the last part of my 

letter to you (chapter ten) . 

I was in the classroom, with Pam, for almost two years. T h a t  is a 

long time, isntt it? 1 could learn a great deal, couldntt I? And 

yet, what did I actually experience? During this inquiry 1 had an 

opportunity to only partially experience the play of events, only 

partially absorb the narrative of the class, only partially think 

through the puzzles with P m .  As Pam (and others) reminded me on 

different occasions, 1 was seldom there to experience anything 

£rom begiming to end- I seemed forever to be in the middle of 

things. 1 did not fully live in the classroom. 1 was not f u l l y  

part of the narrative history of the classroom. 1 did not fufly 

experience the stories. Rather, 1 experienced scraps of stolen 

stickers, tags of teapots, bits of bankbooks, and slivers of 

swinging stars. Perhaps research knowledge is constructed £rom 

scraps , tags , bits, and slivers ; perhaps these fragments recreated 

and patched together from being in the rnidst of storied life in 

the classroom are the best that 1, or we, can do. 



A student in one of Mick's courses, Audrey Cahill, read chapter six in which 

1 introduce Ms. Multicultural, She wrote me a letter about it afterwards 

(personal communication, January 31, 1999). '1 feel challenged the most when 1 

see that the cultural background of students is not being honored or 

recognized in some real way in the classroom. When 1 sense this, the ideal 

part of me wants to adorn an enlarged 'Mn on my shixt to show that 1 am an 

advocate for the diverse needs of students." 

1 was intrigued with the letter, and intrigued with the imagery. Like Superman 

who runs to the scene of injustice, Ms. Multicultural, an ernblazoned 'Mn on 

her shirt does the same, This became an interesting image in rny mind. 1 could 

see her in the classroom scenes after this. 

* I generally felt as though multiple things were taking place at once in the 
class. Students would be working in groups at their tables, some would be 

reciting at the front, others would be working individually with Pam. The 

telephone might ring, a teacher or parent rnight corne to the door. There were 

few focused times such as this. 



Chagter X 

Reflections on Multicultural Teaching and Learning 

Learning From Travei ,  Inquiry and Wri t i n g  

Ming Fang and Rosebud, this letter has become rather long. 1 hope 

you have not grown tired of reading- There is actually much more 1 

would like to have shared with you--Pamrs relationships with 

parents and former students, her students' responding to Math and 

Science as "rewards", her late day tutorial sessions with two 

brothers, and other things 1 have only hinted at here. This 

section (chapter ten) is the final piece of my letter. Not that 

the puzzles are solved, not that there is a climax to the overall 

narrative of this work, but it is tirne to branch out in new 

directions, time to envision new puzzles, tirne to compose new 

narratives (see chapter eleven) . 

1 have appreciated having your images before me as 1 have written 

about P m ,  her classroom, heu students, and her practice. 

'Audience" is so often abstract; with both of you in mind, and 

picturing Pam hovering over my shoulder, the abstract has become 

real, the writing, I f eel, 1 hope, more authentic. Now I hope you 

will stay with me as 1 look at learning £rom my experiences of 

being in the midst of P m ' s  classroom life. 



In the description of the routine in Pm's class (chapter eight) 

and the four stories 1 shared with you (chapter nine) 1 do know 

more than what I have revealed; but, 1 also know that 1 will never 

know the full story. It is not the not knowing that bothers me 

now. It is dawning on me, with a sense of sadness, that 1 have 

been in the story for a short while; and that 1 will no longer, 

ever, be part of the story in the same way. But 1 have learned by 

going back and forth, by dropping in and out of this evolving 

story. 1 have learned £rom being in the heart of classroom life 

with P m  and her students. 

In an earlier part of this work (chapter one) 1 wrote of the 

parallels between a journey in a new culture and a narrative 

inquiry in a classroom. 1 also wrote of the parallels between 

travel writing and research writing. 1 have tried to take you with 

me on my research journey through my writing of this letter (and 

my writing in other parts of this work). 1 wonder how you feel, 

and what you are thinking, now that you have joumeyed with me, 

albeit for a fleeting moment, for a fleeting glimpse, back into 

Bay Street School, into Pam's classroom, Pamfs practice, and P m ' s  

relationships with her students. This is what 1 wrote about rny 

travel experiences in chapter one. 

Every extended stay in another place, every encounter with another person in 
another place, puts my values, my beliefs, my ways of thinking, and my every- 
day way of engaging in Life under scrutiny and throws them into question. 
Encounters with other cultures raise issues of who 1 am, and what it rneans to be 
wife, mother, woman, teacher, learner, Canadian, Worid Citizen. Encounters 
with other cultures melt down artificialiy solid images of what these might mean, 
and enable me to reconstruct understanding of my positioning in the world. 
Encounters with other cultures are, for me, more than simply learning experiences 
at the time they take place. They are leaming experiences to be reflected on to 
understand other experiences, ofien vastly different experiences, in vastly 
different times and places. 
(P. 3 4) 



My extended stay in Bay Street School, my encounters with P m  and 

her students, put my values and beliefs about rnulticultuxalism, my 

ways of thinking about teaching, learning and multicultural 

education, my ways of engaging in research and life under scrutiny 

and threw them into question. Encounters in Bay Street School, 

encounters with Pam and her students, raised issues of who 1 am as 

researcher, teacher, learner, person. Encounters in Bay Street 

School, encounters with Pam and her students, xaised issues of the 

meaning of multiculturalism, and rnelted down the semi-solidified 

notions 1 had appropriated from the research literature. 

Encounters in Bay Street School, encounters with Pam and her 

students, caused me to question multicultural and anti-racist 

literature and policies, to wonder about approaches that appear to 

be embodied in curriculum materials, to query what it is we are 

doing in schools. 

My experiences in Bay Street School, and with Pam and her 

students, are experiences 1 can reflect on, and learn from, for 

the rest of my life. There is more to explore and mite about; my 

writing is like brushing a broad sweep of water colour across a 

canvas. In the future T can burrow deeper into my field texts, 

sharply define details, brightly colour what is now lightly 

outlined in pencil. For now 1 reflect on these experiences in 

relation to the focus of my inquiry. 1 first briefly sketch the 

impact of my experiences on my thinking about narrative inquiry in 

multicultural landscapes (see also chapter six); and, second, in 

greater depth, the impact of my experiences on my thinking about 

multicultural teaching and learning. 
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Learning From Being in the M i d s t :  The Unfolding S t o r y  

In Bay Street School 1 learned to recognize that we are in the 

midst of an evolving story when we are engaged in research. 1, we, 

never know the story £rom beginning to end. 1, we, never know the 

complete story. We immerse ourselves in scraps, tags, bits and 

slivers of stories within stories. We are privy to fragments of 

stories; we "hear" and \'seet' those fragments others have chosen to 

share with us. Then, readers like you are privy to a patched- 

together, smoothed-over, semi-polished, persona1 reconstruction of 

this story. 1 also now realize that writing is as much the 

researcher's attempt to make meaning of these fragments, as it is 

to comrnunicate this meaning to others. (Geertz, 1995, describes 

this in his reflections on his anthropological work in two 

countries over four decades-) 

Engaging in 

midst of an 

long, long, 

a narrative inquiry in a classroom is being in the 

unfolding story. The story began once upon a time, 

ago; the story will go on into the ever-after, far, 

far-off future. Places, people, and plots drift, shift, evolve, 

and transform; the process continues over and over. Bay Street 

School--a monument to the future one moment, scheduled to be tom 

d o m  the next; educating \'scholarsM one moment, educating "problem 

students" the next; shifting from high enrollment one moment, to 

low enrollment the next--continues to change (see chapter four). 

These moments are part of something that is in process, something 

fluid, forever in between high points and low points. 



Characters have pasts 1 can never fully know, futures 1 will never 

be part of. Being in the midst of lives, 1 have dipped in and out 

of shifting, twisting story lines. 1 have observed Pam surrounded 

by children in her classroom one moment, surrounded by well- 

wishers at ber retirement party the next. 1 have seen George 

passively sitting off to the side by himself one moment, actively 

engaging in bankbook work with P m  and a partner the next- 1 have 

heard Tara and Annette in dispute over Sailor Moon stickers one 

moment, discussing swinging on a star murals the next. 1 have 

watched Aisha standing straight for "Oh, Canada" one moment, 

walking slowly out the room for the last time the next. 

But, w h a t  have 1 seen and heard? What have I experienced? 1 have 

experienced briefly, fleetingly, sporadically, half-understood 

stolen sticker incidents, half-witnessed teapot events. 1 have 

experienced inklings of past, present, and future lives; inklings 

of P m ,  inklings of George, Tara, Annette, and Aisha. 1: have 

experienced intimations of relationships; Pam and George together; 

Pam, Tara and Ariaette together; fam and Aisha together. What will 

become of Pam and George, Tara and Annette, Aisha and her family? 

1 do not know. 1 do know that the plots of the stories of their 

lives will continue to un£old, evolve, grow and change. 

"The plots of the stories of their lives will continue to unfold, 

evolve, grow and change." And the plots of the school stories and 

the community stories, will continue to unfold, evolve, grow and 

change. I sense something meaningful in this ostensibly simple 

idea; something important for understanding research. In life, in 
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research, in research-lif e, places and people are always becoming, 

in transition, in process- In life, in research, in research-life, 

we are always in the midst of the story of our life and the 

stories of othersf lives. A difficulty to overcome in research, 

and in writing about research which often does not recognize the 

temporally contextualized nature of findings, is the tendency to 

freeze-£rame places, people, and events as though that moment in 

tirne, that way of being, is a stand-in for al1 tirnes, a stand-in 

for al1 ways of being. 

Freeze-framing, like labeling, may not take into account that in 

research-life we are always in the midst. Bay Street School--is it 

a monument to the future, a project school, or a full-service 

community school? 1s it a low socio-economic school or a 

multicultural school? It is al1 of them, somehow so much more, and 

what will it be after? Pm--is she the teacher who is strict, who 

has children sit for hours on the carpet, or is she the teacher 

who is dancing with the students, laughing with the students? 1s 

she an immigrant teacher, or a 15-year veteran of the sarne school? 

She is al1 of them, somehow so much more, and what will she be 

after? George--is he the boy who is asking what he should do, or 

is he the boy who can not stop writing, even for PE? 1s he 

challenged, or is he a candidate for enrichment classes (for 

highly intelligent children)? He is all of that, and somehow so 

much more; 1 do not know what he will be after. 

We seem to have difficulty coming to terms with the idea that our 

knowledge is conditional, temporal, situated, fragmented, in 

transition, in process, in the midst. ( A n  example of this, for me, 
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is Derek Freeman's [cited in Grosskurth, 19991 c r i t i q u e  of 

Margaret Mead's work and how it has caused sirch controversy. 1 am 

not surprised that Freeman found something different about 

adolescent sexuality in Samoa than Mead did. He visited years 

later, and used different sources for his information. 1 am also 

not surprised that he questions what Mead did while she was there. 

I also recognize that the controversy is far more complex than the 

example 1 have used here.) We search for a definitive truth, some 

w a y  to Say something sure, certain, about some place, some people, 

or some event, for al1 time. 1s that what our quest for labels and 

categories is about? Are we trying to Say something certain, 

indisputable, irrefutable? 

But what do these labels tell us? If we pin a label to some place 

or person, some way of being or doing, we may not be recognizing 

them as being in process; w e  may be saying they will not grow and 

change, we may be saying they are incapable of growth and change. 

"The plots of the stories of their lives will continue to unfold, 

evolve, grow and change. And the plots of the school stories and 

the community stories, will continue to unfold, evolve, grow and 

change." 1 sense sornething meaningful in this ostensibly simple 

idea; something important for understanding not only research, but 

also multiculturalism. 1 explore this in the next  part of m y  

letter. As 1 try to write here 1 also recognize t h a t  1 am an 

embodiment of m a n y  of the formalistic/categorical views of the 

literature. 



Yes, 1 am Ms. Muiticultural. Yet 1 also recognize that I have 

evolved; 1 have grown. f see changes in myself, changes that 1 

feel need to be introduced into the multicultural world in which 

we live. 1 see these changes reflected in my developing 

relationship with P m  (detailed in chapter six). During the course 

of our relationship 1 slowly, somewhat hesitantly and initially 

reluctantly, backed away from thinking of her as visible minoriïy, 

Black, immigrant. When 1 abandoned the crusade 1 was on for rny 

Holy Grail, the pre-formed vesse1 into which 1 had poured al1 my 

hopes, dreams and desires, 1 began to relate, not to an object, 

but to a person, to P m .  

When P m  was no longer playing understudy for an abstract "TYPE", 

1 could behold more aspects of her character, aspects that had 

been hidden in the shadows of the looming categories. I could see 

possibilities, whereas before 1 had seen problems. 1 also 

recognize that there is a paradox at work here. 1 wonder if the 

categories were as prescriptive as they seemed to be when 1 

applied them, and measured Pam against them, or if that was how 1 

interpreted them. (It becomes cornplicated thinking about this. My 

writing may be perceived to be linear, as though there was a 

direct progression £rom one kind of thinking to, behold! a more 

"enlightened" fom of thinking. There is no luminous narrative 

butterfly spreading her wings as she ernerges from the confines of 

a theory cocoon. The thinking 1 was doing, am doing, folds back in 



on itself over and over and over. That is why 1 Say 1 am still Ms. 

Multicultural, yet I have grown and changed.) 

Tirne was a factor in developing this awareness. My inquiry in Bay 

Street School provided opportunities to be with fam and her 

students over a long period. Over the course of time, Pam could 

evolve, grow, and change- She appeared to become far  more complex 

than could be fit into many of the prevalent multicultural 

categories. While some the literature on Black women teachers was 

important to me in the beginning of the inquiry, 1 gradually came 

to rely on it less. 1 questioned the lack of complexity in some 

writing about Black women teachers ( e .g .  Henry, 1996; Collins, 

1991), even though those sarne researchers called for stories that 

perplex and confound, stories that recognize complexity. 1 

questioned why Black women teachers' practice was homogenized into 

a smooth whole (blackwomenteacherspractice), when 1 found one 

teacherfs practice to be so complex- (1 have not read any articles 

that discuss whitewomenteacherspractice.) 1 questioned looking at 

teachers as purveyors of "culturally relevant pedagogy" (Ladson- 

Billings, 1994). Pam's practice seemed to have some components of 

this pedagogy, but not all, and they seemed different than 

described in Ladson-Billing's work. 1 questioned the thinking 

behind the move to "empowex" minorities so prevalent in the 

literature ( e . g ,  Cummins, 1989) . Pam made me aware that labeling 
her as unempowered was unacceptable to her. Pam did not w a n t  to be 

labeled, categorized, or judged on the basis of categories others 

might use to form their judgments . "1 ' m not Black f irst , " she 

said, "I'm not a wornan first, I'm a human." 



Labels have some value, as I discuss in the next section, but they 

limited my understanding of P m ,  When 1 no longer buried her under 

the weight of the requirements 1 perceived as belonging to the 

categories of immigrant teacher, Black woman teacher, etc., Pam 

could burst free of the restraints 1 had placed on her, surface, 

and become visible. Pam could become herself. (Remember the 

transformation of Koto Woman?) P m  was not the only one who was 

freed; I was also freed from theoretical bonds. 1 could begin to 

"hear" what she was saying to her students in The S t o l e n  Stickers 

and The Bankbook; 1 could begin to "see" what she was doing with 

her students in The  Teapot and Swinging on a S t a r .  

Coming Out o f  the Shadows 

Labels and categories, lines of work, do serve a purpose; they can 

be meaningful. 1 learned a great deal £rom reading rnany 

multicultural writers. As 1 said in an earlier part of my letter, 

when 1 was initially struggling with how to see P m  and her 

practice, you, Rosebud, recommended 1 read, amongs t others , two 

books, Lisa Delpit's (1995) O t h e r  People ' s  Children: Cultural 

C o n f l i c t s  in  the Classroom, and Gloria Ladson-Billings ' (1994) 

Dreamkeepers: Success fu l  Teachers of African-American S t u d e n t s .  As 

1 read the books 1 found aspects of Pam's practice reflected in 

their work- Both writers helped me to develop an awareness that a 

Black teacher's practice might look different than what 1 thought 

I saw in my practice. 



Lisa Delpit mites of her early teaching experiences. In her 

school the White teachers thought of themselves as what she terms 

"progressive educators", meaning "they structured learning 

environments that allowed the children's intellect to flourish" 

(p. 13). She thought of herself as one of those teachers, too, 

rather than seeing herself as being like the older, more 

traditional, Black women teachers in the school. The "traditional" 

teachers had strict rules, had students sit in seats, made 

students practice handwriting, and corrected oral and written 

grammar. They exhibited their knowledge and authority in the 

classroom. Delpit followed the \'progressive" way of teaching; her 

White students succeeded, her Black students did not do as well. 

Over the years DelpiYs teaching shifted to look more like the 

"traditional" Black teachers in the school. 

In her graduate school experiences Delpit learned more innovative 

methods, such as "process writing" and 'whole language", which 

were sweeping across classrooms. However, she also heard criticism 

of these approaches from some Black teachers who felt it did not 

work as well with their Black students. These teachers felt it was 

important to teach students the oral and written forms demanded by 

"the mainstream", not to continually work with developing fluency 

they felt the students already possessed. Delpit questioned 

process writing and whole language approaches as methods that were 

not necessarily suitable for Black children. 

As I read through the essays in Delpit's book, 1 began to realize 

that Pam might have other goals in mind than those 1 had in mind 

as 1 taught minority students. She might have different means of 
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achieving her goals, too. I also read A. 5. Verdelle's (1996) The 

Good Negress, a (fictional/autobiographical) account of a young 

girl who leaves the South and moves to the North where she 

encounters a teacher who insists that she use proper forms of 

written and spoken language. This teacher pushes her to the limit 

each day, and has high expectations of her; something she had not 

experienced in the past, either in her £amily li£e or in her 

school Iife. Delpit and Verdelle helped me "see" P m ' s  practice in 

a new light, Pam seerned rigid to me at first. She would often send 

students back to their desks with the words, "This is not your 

best. You can do better. You will do better." 1 would look at the 

work and find it satisfied me. However, 1 did not know the 

children . 

In The Dreankeepers (1994) Gloria  ads son-Billings uses her own 

experiences of being an African Arnerican child in American 

schools, and being an African Arnerican parent living in an ~friczn 

American neighborhood, as well as her research, to discuss the 

practice of successful teachers of African American students. Her 

key term is "culturally relevant pedagogy"; that is "the kind of 

teaching that the African American cornmunity has identified as 

having its children's best interests at heart. It is about the 

kind of teaching that helps students choose academic success" (p. 

13). Ladson-Billings also indicates that she hopes her work 

extends to teaching students of any race and ethnicity. 

I found the insights she gained from reflecting on her experiences 

were useful for me to develop an understanding of P m .  Ladson- 

Billings tells a story of a teacher she had who did choir in the 
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school. Everyone was expected to belong. P m  had what 1 perceived 

as a similar inclusive attitude towards her students- Al1 students 

had to participate in activities in the class, ESL students 

recited poetry, read books, note creative pieces. Children who 

attended "special classes" were expected to participate in al1 

aspects of class life. 

As a child Ladson-Billings felt that her teachers were not removed 

from her and her family, but rather, they had a sense of their 

dreams and aspirations. She describes the teachers in her study as 

not being strangers in the community. This w a s  the sense that 1 

began to get with Pam. Pam was embedded in the community. She knew 

the parents, She knew mothers, fathers, brothers and sisters. She 

knew the family history. A child in her class was not only an 

individual, but part of a connected family system. There were many 

other echoes of Pam in the teachers who use culturally relevant 

pedagogy in Ladson-Billings' study. They stressed developing 

leadership and decision maklng skills. They worked on having 

students learn to think. They did not praise students for work 

that was not their best. 

While 1 found echoes of what Pam did in the categories used to 

describe "culturally relevant pedagogy" , Pam never seemed fully to 

meet al1 the qualifications necessary to be a teacher with this 

kind of practice, at least not in the way 1 was interpreting it. 

Lisa Delpit's and Gloria Ladson-Billingsf work had initially 

helped me understand Pm's practice, but 1 had turned them into 

prescriptions that had to be filled to the letter- When Pam was 



measured against the rigid requirements 1 imposed on her, she 

often came up short. 

To give you a £laveur of what 1 mean 1 will tell you about P m ' s  

interactions in the community, Pam did not go out into the 

comrnunity as described in the Dreamkeepers. She was not an 

activist, was not out there on weekends with her students, did not 

take them to church. 1 initially tried to stretch Pam to meet this 

requirement; then when 1 could not stretch ber faw enough, 1 was 

disappointed and felt she was somehow lacking. With a letting go 

of the qualifications, again at least as I interpreted them, Pam 

could shine in her own way. Over time she did seem to be connected 

to the parents, in particular to many of the mothers . men she 

would meet a rnother, they would talk &out not only the child in 

her class, but the sister she had taught several years before. She 

would know the names of the six brothers and sisters. She spoke in 

her low, intimate voice, sornetimes with an a m  around their 

shoulders. 1 slowly realized that being connected to the community 

could look different in di£ferent places, at different times. 

1 began to think that the Dreamkeepers was somewhat narrowly 

framed. Ladson-Billings presented things as certain. The 

incredible complexity of what was going on in a classroom like 

Pam's was lost in this book with the thin slices and skimpy 

vignettes from eight different teachers. (1 recognize the demands 

of publication shape the way we mite.) I also think a teacher's 

practice is more dilemma ridden than the slices that she shows. 

There is a sense of a phenomenological reduction to the essence of 

what is culturally relevant pedagogy; this becomes most apparent 
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in the tables that summarize aspects of the pedagogy. In the 

distilling £rom each person's practice 1 experienced a sense of 

discontinuity with what 1 was seeing in Pm's class. 

This discontinuity caused me to deeply question what 1 was 

reading. 1 realized that categories helped me understand 

multicuLtura1 teaching and learning, but, more or less, in an 

abstract way. "Culturally relevant pedagogy" could not apply fully 

in a real situation, in a real classroom, over a long period of 

tirne. A classroom like Pam's is too complex, the students 

situations are too diverse. Being in the midst of life with Parn 

and her students, 1 could see that multicultural teaching and 

learning was more complex than was articulated in theory. 

I do see a lot in the work of multicultural writers such as Lisa 

Delpit and Gloria  ads son-Billings, but in the person, P m ,  I see 

much more. 1 wonder if from the last two parts of the letter 

(chapters eight and nine) you have a sense of how 1 began to feel 

that Pam's knowledge was more complex than many of the theories 

articulated. I also wonder if you have a sense of what 1 came to 

feel, of P m f  s knowledge, as 1 said bef ore, being bound up in 

children. Pm's persona1 practical knowledge (Connelly & 

Clandinin, 1988) is of children, and children's lives. Pam pays 

attention to the details of the life of a child. Pam enters into 

the flow of a childfs life, into the child's narrative; she is in 

the midst of the children's lives. Pam is, for me, a "natural 

narrativist" . (Oh, 1 do seem to love labels, don' t I?) . 



Mu1 t i c u l  turalism: Genuine Encounters 

I did (pa~tially) struggle out of the theoretical restraints I had 

placed myself under- During my inquiry I did (partially) learn not 

to impose labels, which 1 began to see as limitations, on Pam, as 

1 saw she did not put labels, limitations, on her students, their 

parents, or the community. In my conversations with P m ,  in her 

interactions with other teachers and with parents, Pam did not use 

labels so frequently found in the literature, (and so much a part 

of the other teachers' stories, the school story, and the board 

story). Pam did not describe the community as low socio-economic; 

she questioned this stamp being placed on it. She did not describe 

the school as imer-city; she was disturbed by this notion being 

engwaved on it. P m  did not talk about the students as being at 

risk, or minorities, or disadvantaged, or poor, or frorn single- 

parent families as much of the critical pedagogy literature does 

(e.g. Darder, 1991). Nor did Parn talk about the children as being 

their learning disabilitiesl. (Once she did ask me if 1 thought 

George was autistic.) 

1 recognize that these labels are often used by people who want to 

help students succeed; however, my point is that P m  did not use 

those lenses to look at them, and she did not use that language to 

talk with them, or about them. Pam did not slot the children into 

categorical boxes that might become life-long prisons with no 

possibility of escape. In Pm's classroom children were not left 

in the shadows of categories, but rather, came out into the light 

as people with complex, storied lives. In education, a field, 

perhaps like so many other fields, dominated by labels, Pam has 



taught me to peer at what is under the labels. She has taught me 

to look at life. 

In mite Teacher, Vivian Paley (1979) expresses a similar view 

about labeling behaviour and intelligence. For Paley, the key to 

unlocking understanding lies in knowing the students, not in 

knowing the labels. However, Paley does use cultural descriptors 

as a rneans of knowing her students. These descriptors seem to 

enable her to think about and mite about her students. Pam seldorn 

referred to children by cultural descriptors. P m  did not stress 

culture, or cultural differences (yet she did seem to value these 

things, at least as 1 saw at, for example, the Pan festival) . 

Pam seldom described the children in her class as Vietnamese, 

Chinese, Portuguese, or any other "ese". 1, on the other hand, did 

use culturally and linguistically oriented labels. 1 thought of 

the children as Rastafarian, Vietnamese, ESL, refugee, immigrant, 

and other 'cultural descriptors" a Ms. Multicultural wants to use. 

I used those categories to help me understand them. Pam did not do 

that. A puzzle for me that remains was how Pam appeared to be so 

knowledgeable about children's lives, yet so disinterested in 

cultural descriptors used in the literature, in Board policies, in 

school programs. It was a dilemma for me because 1 thought the 

descriptors were useful, This created a tension between Pam and 

me, a tension never fully resolved (chapter six). 

If Pam did not use descriptors 1 and others have found to be so 

useful, how did she look at the children? She stressed treating 

the students as people with narrative histories. Her work with 



thern was as individuals, not as rnembers of particular cultural 

groups, or language groups, or learning groups, or other groups. 

(This is also what some of the multicultural literature calls for, 

e.g. Baruth & Manning, 1992, that is to not look at a student as 

representing a particular cultural group, but to relate to thern as 

individuals.) P m  had relationships with George, Tara, Annette and 

Aisha. 

Mhy is that? 1 feel she was able to do this because Fan knew the 

children. She was more in the story of their lives than 1 was. She 

told me, £or example, about a child, "1 met her in the womb" . She 

told me stories about one child's auit, another child's 

grandmother. She knew brothers and sisters and friends. P m  told 

me story after story of the children, their siblings, their 

parents- The more you know of a person, the more you can trust 

what you know of them as individuals, the less you have to rely on 

categories. The less you are in the stories of their lives, the 

more you have to rely on the categories. 

The more 1 was in the story, the less 1 used categories. This is 

most apparent in my relationship with Pam where she became P m ,  

not the immigrant teacher, or the Black teacher. Cultural and 

linguistic categories, however, were important to me in 

understanding the children, and remain important to me. They were 

my entry into the children's lives. The categories were like 

windows 1 could look through to begin to understand their lives. 

As Ms- Multicultural 1 

and 1 believe, they do 

am unable to give up fully the categories; 

make a difference to lives. As a 



narrativist, 1 recognize that these categories were a way of 

learning more about the students . (In asking George in The Teapot 

about his ability to speak his native language, 1 learned about 

his relationship with his parents.) Pam did not need to look 

through those windows. P m  could see under labels. Pam was looking 

beyond culture- 

1 see these ideas mirrored in the philosophical literature on 

muliiculturalisrn 1 have read, in particular the work of M a x i n e  

Greene. Maxine Greene (1993) cautions against using what she ternis 

"fixities" that may cause us to look at someone as representative 

of a group. For her, "Cultural background surely plays a part in 

shaping identity." (p. 16); but the persona1 history and 

circumstances of the individual also play a part. She calls for 

"continuous and authentic persona1 encounters" (p. 1 3  ) between 

people; she looks for the human relationships that develop under 

the labels. 

In Bay Street School, and in P m ' s  classroom 1 see efforts to work 

with students as m e n b e r s  of cultural groups and as individuals. In 

fostering programs such as the International Languages Program, in 

developing community events such as the Multicultural Fair, 1 see 

that Bay Street School values children's culture, protects their 

native languages, takes care of the aspects of identity related to 

group involvement- Pam values the intricacies of the individual 

aspects of children's identities, what rnakes them special as 

people that goes beyond cultural and linguistic aspects. For me, 

both aspects are integral to understanding students in our 

classes. Both aspects are important to create environrnents where 
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children can feel they belong. (See Taylor, 1994, for a discussion 

of these dual aspects of identity.) 

With a narrative view 1 see that in life, in research, in 

research-life in a classroom, we are in the midst of an evolving 

story. Places, people, and plots are continually in transition. In 

a similar w a y ,  with a narrative view 1 see that multiculturalism 

is in transition, under development and continually evolving. With 

a narrative view 1 believe there is a limitation in our capacity 

to understand the nature of multicultural teaching and learning, 

and human relationships in multicultural situations, when 

formalistic/theoretical approaches are adopted because those 

theories shine a light on some things brightly, but outside the 

beam we can not see what is happening, With a narrative view we 

can see across the theoretical beams. We can see into the humanity 

of dealing with individuals. 



It is my sense that some ground breaking work in understanding various 

disabilities has been made by people who do not look at the disability so much 

as they look at the person. 1 am thinking, primarily, of Oliver Sacks (e-g. 

1989) who is making major strides in understanding people with "disabilities", 

such as deafness, by constructing them in a different way. He enters into the 

lives of those he studies, admittedly only briefly, and sees how they live in 

daily interactions. Very often he places himself in situations where he is the 

one who appears to have a "disability". For example, Sacks has worked with 

people who have Usher's Syndrome, that is people who are bon deaf, and also 

progressively lose their sight. They have excellent night vision until the 

final stage of total blindness. Sacks has placed himself in situations where 

night vision is of extreme importance, and he is then the one with the 

disability. 



Chagter XI 

Narrative ~ulticulturalism: A L i f e  Long lnquiryl 

In previous chapters 1 concentrated on the heart and sou1 of 

inquiry--being in a multicultural school, Bay Street School; 

in a classroom in the school; developing a relationship with 

mY 

be ing 

mY 

participant, Pam, and learning f rom 

about rnyself, about research, about 

this relationship; learning 

narrative inquiry, and about 

multicultural education. In this chapter I move a w a y  frorn the 

intensity of that experience. 1 return to a discussion of the 

context of rnulticulturalism that 1 originally began to explore 

chapter two where 1 introduced 

rnulticulturalism", and briefly 

rnulticulturalism. 

the t erm "narrative 

linked the ideas of narrative and 

My purpose in this chapter is to explore the links between 

rnulticulturalism in education and other disciplines, to explore 

the place of rnulticulturalism in education, and to continue to 

explore the potential of a narrative approach to contribute to the 

on going discussion on rnulticulturalism. 1 attempt to position my 

work in this broader context, and to articulate the contribution 

my work can make t~ this discussion, one that 1 see as occurring 

across cultures, across societies, and across disciplines. 1 think 

that my work in one school, in one classroom, with one teacher, 

bas a place in this discussion. I also map out my future program 

of research, which I feel will be a life-long inquiry. The ideas 

in this chapter are under development, in transition, somewhat 

sketchy; 1 anticipate exploring them throughout my career. 



Reflective of this change in focus, the tone of this chapter 

shifts, perhaps rather dramatically, £rom the intimate, up-close, 

personal one of the previous chapters on the classroom, to a more 

distant one (not an aloof, uncaring, indifferent one, sirnply one 

that is less passionate). As a reader you may feel consternation 

at this somewhat abrupt change in tone; you may feel the thinking 

and writing is abstract, removed. To mitigate this feeling 

somewhat, in portions of the chapter where it seems appropriate, 1 

attempt to personalize the discussion by weaving in understandings 

£rom my work with P m .  1 recognize that this endeavor is not 

entirely successful. Again, bear with me, as you have in other 

parts of this work; 1 have a sense, that however difficult it is 

to blend this discussion into this work, this broad context is 

important to explore. 

Mu1 ticul turalism Across ~isciplines 

1 see my research as broadly linked to evolving discussions about 

multicultural issues occurring in cultures and societies around 

the globe, and across disciplines. In political science, 

multiculturalism in Europe, Canada and the United States is 

increasingly linked to discussions of global democratization ( e . g .  

Dyer, 1997) In philosophy, multiculturalism is O £  central concern 

in debates about developing human potentials in democratic 

societies (e-g- Nussbaum, 1997), in expanding notions of community 

(e.g. Greene, 1993), and in understanding the nature of modern day 

identity (Taylor, 1994) . In psychology, the impact of 

multiculturalism is so strong it has been described as "the fourth 
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wave", after psychoanalytic, behaviorist, and humanist approaches 

(Sue, Ivey & Pederson, 1996) . In the philosophy of science, the 
multicultural roots of science are being explored (e.g. Harding, 

1998). In women's studies, scholars are examining linguistic and 

cultural diversity as previously neglected aspects of 

understanding gender and class issues, womenrs epistemological and 

moral perspectives, and the production of knowledge ( e - g .  Tarule, 

Golberger, Clinchy & BelenSr, 1995) . In ethnography, this period 

of time is called "the sixth moment" (Denzin, l997), a time 

defined by a diversity of interpretive epistemologies grounded in 

the lived experience of previously excluded groups, a time that 

questions whose knowledge is valid, a t h e  when people studied 

have their own ideas on how their experiences are to be 

interpreted, theorized, represented, and disseminated. 

Multicul turalism in Education 

Mu~ticulturalism, the ways that people of different backgrounds 

live together, and ideas we have about this, have permeated and 

changed many disciplines; however, perhaps none is as profoundly 

affected as education. Multiculturalism is said to be the key 

educational issue of Our epoch (~aiantzis & Cope, 1992)- Indeed, 

there is a great deal of interest in multicultural education 

today, in terms of practice in schools (e.g. Banks & Banks, 1989; 

Cummins, 1989; Nieto, 1992; Olsen, 1988), as a body of scholarship 

(Gay, 1995) , and as an area of research (Grant & Tate, 1995) . In 
the United States there are significant indicators of the 

developing importance of multiculturalism. For example, prominent 

universities have created centres, such as Princeton University's 
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Center for H u m a n  Values, founded in 1991, to support teaching, 

research and public discussions of fundamental questions related 

to diversity that span academic disciplines (Gutmann, 1994). 

Universities throughout the United States are engaged in preparing 

teachers and university professors to be multicultural educators; 

influential professional bodies such as the American ~ssociation 

of Colleges for Teacher Education, the Association for Supervision 

and Curriculum Development, and the National Education ~ssociation 

published policy statements on multicultural education as early as 

the 1970's (Gay, 1995). Educational bodies such as the ~merican 

Educational Research Association (AERA), have made issues of 

diversity of paramount importance. In 1995, AERA published the 

first Handbook of Research on Multiculturai Education (Banks & 

B a n k s ,  1995), and commissioned a task force to examine diversity 

in the structure, organization, and membership of AERA (AERA, 

1997); and in 1998 the theme of the Annual Meeting was 'Diversity 

and Citizenship in Multicultural Societies". (See Gay, 1995, p. 

27-30, for an elaboration of the impact of multiculturalism on the 

field of education.) A similar process is happening in Canada. The 

Canadian Society for tne Study of Education Annual Meeting in 1997 

focused on diversity and citizenship; in 1998, one of the main 

areas of focus of the conference program was immigration. 

Multiculturalism permeates al1 levels of education, £rom primary 

school to graduate school (Kalantzis & Cope, 1992). Many ~rnerican 

universities have established cross-disciplinary courses on 

multiculturalism to £ulfill undergraduate degree requirements. 

(See Nussbaum, 1997, for a rationale for the reform of liberal 

arts education; much of the reform centering on including 
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previously excluded voices of women and minorities £rom the 

syllabi of university courses.) In Canada, many faculties of 

education have integrated multicultural courses into programs 

(Masemann & Mock, 1987). Provinces in Canada have created 

commissions ( e . g ,  Ontario Royal Commission on Learning, 1994) 

which have multicultural education as a mandate- Boards of 

education have developed multicultural/anti-racist policies (e-g. 

Ontario, 1992). This rethinking at the policy level is taking 

place in response to changes in societies, in particular in 

response to changing student demographics, most evident in urban 

areas where teachers teach in increasingly diverse schools 

(Dentler & Hafner, 1997; Moodley, 1995). 

Challenges and Poten t i a l s  of Mu1 t i c u l  tural Research 

There is a recognition that multiculturalism is important in al1 

levels O£ education. There is also increasing recognition that 

there 2 s  a need for more research into rnulticulturalism (Grant & 

Tate, 1995). We face many challenges in doing multicultural 

research. One challenge is finding the t h e  necessary to develop 

understandings of multiculturalisrn; we may be in too much of a 

hurry to find quick, ready-made solutions to our concerns. 

Kalantzis and Cope (1992), in discussing multiculturalism in 

education, referred to academics as 'impatient", wanting 

"solutions right away, without giving academe time to debate and 

develop them thoroughly" (p. B3). We need to take tirne at the 

social, political, institutional, and persona1 levels to research, 

discuss, and reflect on multicultural issues. 1 have a sense that 

long-terni inquiries, such as the one 1 engaged in with Pam at Bay 
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Street School, can contribute to an in-depth understanding of 

multiculturalism. 

Another major challenge we face is that multicultural educational 

research is lodged, perhaps mired, in common, taken-for-granted 

ways of thinking, often hidden behind labels; and it is in need 

of, and is in active search of, new ways of thinking about these 

issues (PhiIlion, in press). This insight was impressed upon me in 

my work, as discussed in chapter six, where I referred to myself, 

somewhat ironically, as Ms. Muïticultural, a term 1 used to 

acknowledge my taking-for-granted existing rnulticultural ways of 

thinking. That is not to Say that 1 disregard the work that has 

been done in the field; my sense is that 1 need to continue to 

build on work already undertaken to further develop understandings 

of multiculturalisrn. 

However, 1 feel there is a need for new ways to look at these 

issues. Others, as well, have recognized the need to nurture new 

methods, and new foms of representation, more appropriate to the 

multicultural phenomena studied. Gloria Ladson-Billings, (e.g. 

1994), has developed the use of videos played back to research 

participants in focus groups to create a group analysis of 

practice; a method based on her philosophical and epistemological 

position. Ming Fang He (1998), developed a composite 

auto/biographical method to portray the complexity of moving 

between cultures. For me, narrative inquiry, while not new, has 

untapped potential for the study of multicultural phenomena, and 

has untapped potential to increase understanding of 

multiculturalism. 
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Multiculturalism is a major educational challenge of the twenty- 

first century. But, to see multiculturalism only as a challenge 

may be to perceive it as a problem, something that needs to be 

"fixed". Multiculturalism is more than that. Research on 

multiculturalism has potential to provide opportunities to inform 

practice, to enhance understandings of school refom, and to 

develop possibilities to enrich societies by furthering discourse 

on democracy (see Banks & Banks, 1995, for an elaboration of these 

ideas).  The field O£ education also has the potential to create 

new understandings of multiculturalism that could impact on other 

fields (see Glazer, 1997, for a discussion of how education is 

leading the way in discussions of multiculturalisrn) . 

Fonnalis tic and Narrative Approaches to Mu1 ticul tural ism 

Narrative inquiry is an approach that focuses on contextualized, 

historicized, placed studies of experience (for examples of this 

work, see Conle, 1993; He, 1998) . 1 feel that narrative inquiry 
shows promise for contributing to the evolving discussion on 

multiculturalism by opening up new perspectives on both phenomena, 

and on methods used to study phenomena. 

Why would 1 Say this? For me, narrative inquiry opens up new 

perspectives because of fundamental differences in the approach 

taken in narrative to understanding the phenomenon under study. An 

important distinction between narrative inquiry and many other 

foms of inquiry is that for narrative inquirers, experience, not 

theory and its forma1 set of ternis, is the starting point of 
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inquiry. My narrative inquiry with Pam in Bay Street School, 

temporal, contextual, experiential, situated study can be 

contrasted with 

"f omâlism" . 

Forrnalis ts 
one claims 

what Clandinin & Comelly (in progress) cal1 

Say that 
to have, 

the facts of the case, the experiences 
or the data collected by empiricist 

researchers, have little bearing on their clairns. A person, 
they argue, can never see themselves as they are since they 
are always something else; specifically, they are whatever 
social structure, ideology, theory or framework is at work in 
the inquiq- 

Some of the leading work in multiculturalism, and some of the 

major strides in understanding the nature of multiculturalism, 

have been made by people working in the formalist tradition (e-g. 

Banks 1993 ; Ogbu 1978) . Though it is an over-statement, in 

general , 

existing 

they fit 

example, 

many multicultural researchers tend to woxk with pre- 

typologies of 

over peoples ' 

in a study of 

diversity, and use them as categories 

experiences . Berlak (in press) , for 
her own anti-racist teaching, derived 

which 

a set 

of categories frorn 

terms "witnessing", 

categorize teacher 

a speci£ic Holocaust theory, and applied the 

"bearing witness", and "becorning witnesses" 

and student behaviour. 

There are 

direction 

inquirers 

researchers and educators who are moving in the 

of understanding persona1 experience, as narrative 

do. Some qualitative studies have focused on 

understandings of participants' school experiences. Feuerverger 

(1997) examined the experiences of international language teachers 

(teachers who teach languages other then English or French). "New" 

ethnographers researching experiences of cultural groups to which 



they are, at least partially, insiders (e-g. Soto, 1997; valdés, 

1996) have developed an awareness of multiculturalism that takes 

into account perspectives of parents of their childrenrs 

experiences in schools. Teachers writing autobiographically about 

their multicultural practices have examined their own experiences 

(e.g. Paley, 1979; Solnicki, 1992). Life history researchers (e.g, 

Thiessen, Bascia, & Goodson, 1996) have looked at the experiences 

O£ immigrant teachers in schools. Researchers searching for cross- 

cultural understandings (e.g. Bateson, 1994; Delpit, 1995) have 

also contributed insights into understanding persona1 experience. 

Other work has examined the historical and social context of 

multiculturalism. Banksf (1996) recent edited volume of studies 

exploring the historical roots of multiculturalism, how history 

and socialization interact in communities, and persona1 aspects of 

multiculturafism provides an historical, temporal, perspective on 

multiculturalism that contextualizes in ways that narrative 

inquirers also attempt to do. 

Other elements of a narrative inquiry--relational, experiential 

aspects--are most vividly present in autobiographical literature 

written by immigrants of their experiences in societies and 

schools (e.g. Hoffman, 1989; Kingston, 1975); in novels written 

about the experience of being Black in society and school (e-g. 

Morrison, 1970, 1977, 1987; Verdelle, 1996); and in some 

experimental work on cross-cultural experiences (e.g. Anzaldtia, 

1987). However, very little explicitly narrative work has been 

done in multiculturalism. 



Pam D i d  Not Measure Up to Procrus tean Mu1 ticul tural Standards 

mile rny primary focus was on understanding experience, at 

different stages of my inquiry 1 attempted to apply theories £rom 

the research literature to Parn and her practice (see chapter ten). 

I had corne into the inquiry with a certain belief in theories 1 

had read about prior to the inquiry. (1 also recogriize that 1 had 

viewed these theories as "prescriptions" when they may have been 

more open tban that.) They were further xeinforced when I worked 

with newly immigrated teachers, teachers 1 did not observe in 

their classrooms. m e n  though 1 had thought of myself as a 

narrative inquirer, 1 had neglected to use my own experiences, 

particularly those in travel and teaching, to help me understand 

multiculturalisrn. In my inquiry in Bay Street School with P m  1 

had my reified theoretical notions of multiculturalism shattered 

(see chapter six and ten); in the shattering 1 came to see that 

people do not fit comfortably into pre-made theoretical 

categories, categories that can sabotage the diversity and 

complexity of someoners experiences. 

Pam always seemed to spi11 over the parameters of the categories 

prescribed by the theory. She always seemed to fulfill some 

aspects, but not to fulfill others of what constituted the 

particular theory ( e - g .  culturally relevant pedagogy, Ladson- 

~illings, 1994; Black teacher as role model, Graham, 1987; 

immigrant teacher as empathetic to minorities, Su, 1996a) . At 

times 1 felt frustrated. Some theories seemed to be like 

checklists (Ladson-Billings, 1994, actually does have charts that 

seem to be like lists) that denoted the proper way to teach, the 
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proper way to be an immigrant, or a Black, or a woman- As 1 

"measured" Parn against the checklists, she often did not "fit". 

(Like the guests at Procrustes' Inn, when she was placed on the 

bed of theory she was either too "tall", and would have to have 

her legs cut off to fit, or she came up too "short", and would 

have to be stretched.) Yet, 1 recognized there was much more going 

on in her practice than could be measured by the theory. Applying 

these theories omitted the subtle, complex, every-day, on-going 

quality of the way multiculturalism was lived out, expressed, and 

addressed in the classroom and in Pamf s life. It is in the 

multicultural life going on in classrooms across Canada, and 

around the world, that we can find insights that cari contribute to 

developing new understandings of multiculturalism. 

In my inquiry as 1 learned that Pam's practice was too complex to 

fit into a theory, 1 searched for new ways to think about, talk 

about, and write about multiculturalism. 1 wanted to honor P m ,  as 

a person with a complex, nuanced life, as a teacher with a 

complex, thoughtful practice; not depict her as a typical 

representative of pre-established categories. In my inquiry 1 

found that P m  herself did not subscribe to labeling and 

categorizing her students according to current theories, or 

psychological models; rather, she responded to students as complex 

human beings with persona1 narrative histories, with life 

experiences, with futures. As 1 slowly learned that P m  did not 

categorize students, so 1 slowly learned that her experiences were 

too complex for me to categorize. These understandings did not 

come easily; they were achieved through extensive time with Pam, 

informaf "running dialogues" and discussions focused on co- 
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developed understandings of her experiences. Unraveling these 

understandings is also not a one-tirne thing. (My field texts are 

computerized and indexed; 1 shall return to them as a context for 

understanding my future work as well.) 

Narrative Mu1 t i c u l  turaiism 

With a narrative multicultural approach I focused on experience, 

rather then theory, as the starting point of the inquiry. 

Narrative rnulticulturalism, of course, bas theoretical roots (see 

chapter two for details) . My work derives sustenance £rom Dewey's 

(1938) theories of educational experience, Schwab's (in Westbury & 

Wolcoff, 1978) fluid inquiry, and Comelly and Clandinin's (1990, 

in press) narrative inquiries. These theories axe part of the 

story of the inquiry. My experiences are also part of the story. 

My work is embedded in, grows fsom, and flourishes with, the 

multicultural life 1 lead and the lives of people in multicultural 

societies. My work is rooted in my personal experiences, my travel 

and teaching, and my research experiences. 

My experiences of Bay Street School and my relationship with Pam 

are a major part of the story of the inquiry. I came to understand 

my time in the school as time spent in the midst of an unfolding 

story. Bay Street School was in process; Pam was in process; and 

her students were in process. My understanding of Pam and P m ' s  

work was informed by theoretical and experiential narrative roots- 

The term 1 am currently exploring in an attempt to portray this 

experiential, fluid, evolving notion of rnulticulturalism is 

narrative rnulticulturalism. 
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Narrative multiculturalism is both phenomenon and method. In my 

narrative rnulticultural research, 1 connected my experiences as 

researcher to the people, places and phenornena r studied. 1 slowly 

recognized the complexity, continuity, history anCi situatedness of 

experience, and explored alternative ways of researching, 

interpreting, and representing this enmeshment in multicultural 

lives. For me, narrative multiculturalism is a person-centered, 

experiential , ref lective approach, one that opens up poss ibilities 

for understanding little explored in existing literature in 

educational research, possibilities founded in the experiences of 

those people studied, derived £rom the contexts in which they live 

and learn, and entangled with the lives of those engagea in the 

research. 1 see narrative multiculturalism as thriving on 

relationships, and learning from being in the relationships. 1 see 

narrative multiculturalism as also involving aesthetic and 

emotional realms O£ understanding. 

1 am not alone in my attempts to break away from a £ixed 

theoretical position on multiculturalisrn. My work links to work on 

rnulticultural identity which describes identity, not as fixed, not 

as stable, but rather, as f luid, evolving (He, 1998) . My work 
links to other work, o£ten in non-education fields, where there 

have been concerted efforts to move away £rom a £ixed stance, and 

£rom the use of pre-established categories, to tum 

reflective, self-conscious research practices (e.g. 

1986; Denzin, 1997). M a n y  pre-determined categories 

to more 

Clif f ord, 

formerly used 

to explain peoplesl experiences are being discarded, as there is 

an increasing recognition that these categories have been derived, 
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not from those studied, or with those studied, but Unposed by 

those who are doing the studying (Clifford, 1986) . 1 am not alone 

in seeing research as a relationship, or in my efforts to 

illuminate the position of the researcher, (e.g. Cole & Knowles, 

1993). Nor am 1 alone in trying to create texts that attempt to 

represent these aspects of research (Clifford, 1988) . 

It is my hope that in reading my work that you have developed at 

least a partial understanding of what narrative multiculturalism 

means to me. 1 can make no de£initive statements about narrative 

multiculturalism at this time. This term is under exploration. 

Like narrative inquiry, like multiculturalism, 1 see the term as 

expansive, as open, as generative. For me, narrative 

multiculturalism is more than the sum of its parts; it is also 

about possibilities, possibilities of how we can inquire into 

experiences in our lives, of how we cari understand and rnake 

meaning of experiences in our lives, of how we can live our lives. 

For me, narrative multiculturalism is ultimately about 

possibilities for cultivating human potentials in our 

diversifying, globalizing, dernocratizing societies. As a kind of 

creed, narrative multiculturalism recognizes and affims 

differences, yet searches for similarities, thrives on passion, 

develops compassion, builds empathy, airns at cultivating humanity 

and developing world citizens, with goals of social justice and 

equity for a hopeful future. 



A L i f e  Long Inquiry 

Narrative "endings" seem to be different than in many other foms 

of research. At one point someone suggested that 1 needed to bring 

"closure" to my work. My sense was then, and is now, that for me, 

closure is not a term I would use in a narrative inquiry. It is 

more as though there are pauses in the inquiry; thewe are 

connections in narrative inquiry like spaces between breaths. 1 

feel 1 have only begun to scratch the surface of understanding in 

this inquiry; that 1 have barely had tirne to begin to explore the 

potential of narrative ways of understanding multiculturalisrn. I 

am puzzled by more now than when the inquiry began. 1 am still 

searching for, reaching for, a narrative way of expressing the 

encompassing, inclusive ways Maxine Greene (e.g. 1993) mites 

about multiculturalism. 

I have only begun to understand the meaning of what it will be 

like to have a research program that uses narrative to understand 

multiculturalism. In the next section 1 explore my developing 

research program through a discussion of aspects of 

multiculturalism 1 have begun to investigate. I see rny future 

research program as branching in two major directions. The fkst 

is a continuation of the work 1 began in Bay Street School with 

P m .  In this branch of my research 1 will continue a focus on 

people leading multicultural lives in educational settings. In the 

other branch I will focus on the historical and political contexts 

of rnulticulturalism in Canada and the United States (and perhaps 

relate them to an international context). In this aspect of rny 

research 1 will examine multicultural and other related policies 



at the federal, provincial, and board levels, 1 wilL examine the 

histozy of multiculturalism, a task 1 began in chapter four with 

an examination of the history of Bay Street School. 1 plan to use 

the policy and historical contexts to shed light on the community, 

school, and classroom; and the school, community, and classroom to 

shed light on the policy and 

branch of my future research 

historical contexts. In this way, one 

program will infonn the other branch. 

O n e  B m c h  of My Future Inquiry: 

Continuing the I n t i m a c y  

In my future work 1 want to contextualize multiculturalism 

narratively, that is to look at it in tems of temporality, place, 

and interaction. 1 want to examine the history of the 

neighbourhood in which my research school is embedded. 1 want to 

explore the idea of landscape in multiculturalism more fully than 

I have done in this work.'~his might involve, for example, an 

examination of architecture (something 1 briefly explored in rny 

walks around the community) . 1 hope for a more intirnate, up-close 

examination of the everyday experiences of my participants; 1 want 

to be more a part of the life of what 1 am researching. This would 

involve living in the community, shopping in the same places, 

engaging in many of the same activities. 1 hope for increased ties 

with Bay Street SchooL, or another multicultural school. 1 am not 

sure how to do that given time constraints* 1 also hope for 

increased ties with the community, which would involve research 

based on community interests and concerns. 1 believe comunity 

issues are practical issues. For example, in parent-teacher 

interviews with P m  1 heard parents focus on why their children do 
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not read well, or why their math skills are low, or why English 

takes so long to learn. 

A focus on interests arising from community concerns would involve 

working closely with parents and parent groups. If 1 were to 

remain in Bay Street School, this could be facilitated by 

relationships 1 have established. This could also mean research 

with students, something 1 began at the Masters level, and remain 

passionate about doing- Recently there is more interest in working 

with students to understand multicultural issues, more awareness 

of what we c m  learn £rom students (e.g, McKay & Wong, 1996; 

Nieto, 1994; Thiessen, Campbell, Jacka & Varma, 1998) . This would 

involve different kinds of permissions £rom boards of education, 

which might be difficult to negotiate. 

1 recognize that working with community concerns might move my 

focus even further away from the more narrowly culturally defined 

sense of multiculturalism with which 1 began my inquiry, to look 

at even broader aspects O£ education of immigrant children. John 

Davies, a former Director of the Toronto Board of Education, said 

the major concern facing educators in Toronto (and elsewhere--in 

looking at literature £rom the United States people have 

articulated similar concerns) is the question, "Why is it that 

socio-economic status is related to school performance, and what 

can we do to change this situation?" (£iefdnotes, May 26b, 1998) 



Another Branch of My Future Inquiry: 

History is a R i v e r  That  Flows Through the Living 

To situate rny future work in the study and practice of 

multicultural education, 1 will also need to investigate the 

broader context of multiculturalism in Canada, the United States, 

and perhaps, other contexts. Whereas multiculturalisrn has arisen 

£rom different historical roots, different governmental 

orientations, and addresses somewhat different concerns in Canada 

than the United States, both in the past and currently, there are 

also related issues under discussion in both countries. To 

understand these issues today, 1 will have to look at the history 

of multiculturalism. 

Why is it important to understand the history of multiculturalism? 

1 partially resonate with the statement "History is a river that 

flows underneath the livingM (Davis, cited in Renzetti, 1998). 

Perhaps, £rom a narrative perspective, 1 could Say, "History is a 

river that flows through the living". The histories of 

multiculturalism in Canada and the United States affect Our 

policies and practices of multiculturalism today. Histories of 

multiculturalism affect how we think about, research, mite about, 

and envision it. In the United States "the melting pot" has been a 

dominant social narrative (Glazer, 1997); in Canada it has been 

"the cultural rnosaic" (Moodley, 1995). We live inside these grand 

social narratives. 1 would like to understand these social 

narratives, the rivers in which we find ourselves. 



There are many different positions within the multicultural debate 

that 1 will need to explore to begin to understand the narrative 

history of multiculturalism in the United States. I have begui by 

examining two perspectives. One is Nathan Glazer's view in We are 

al1 multiculturalists now (1997) . For Glazer, Blacks are the 

driving force of multiculturalism in the United States today. To 

simplify his position, and put it in my own terms, it as though 

Glazer operates £ r o m  a deficit perspective--because of what he has 

determined to be the adverse circumstances of Blacks, we have 

multicultural education in its various guises, in increasing areas 

of curriculum, and in increasing geographic areas (pp. 1-21) . 

Glazer did not engage in research on multiculturalism, nor is 

there any sense in his work that multiculturalism is about how 

people live their lives . Rather it seems that, for Glazer , 
multiculturalism is an abstract theoretical concept, a term to 

draw on to rnake broad generalizations about education in the 

United States today. 

In contrast to Glazer's perspective James Banks takes what 1 cal1 

an activist perspective. In his work on the roots of 

multiculturalism Banks (1996) employs a conception of 

multicultural knowledge as intricately tied to social cornitment 

and action designed to further human freedom and justice. For 

Banks and other educators (e. g.  ads son-Billings, 1996) , Blacks 

with this perspective have been the driving force in the creation 

O£ multicultural education as it is in the United States today. 

With this standpoint as the basis for the argument sustained 

throughout much of his edited volume (1996), he and other authors 

( e - g -  Ladson-Billings, 1996) trace the origins of multiculttrral 
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education today linking them predominantly to scholarly and 

activis t progenitors in Black his tory. 

Both perspectives, the deficit perspective articulated by Glazer 

(1997), and the activist perspective articulated by Banks (1996), 

attribute the  increasing prominence of multiculturalism in the 

United States to Blacks. It is as though part of the story is told 

by Glazer (1997) and part is told by Banks ( 1 9 9 6 ) .  As 1 see it 

there are some similarities in the perspectives; the puzzle lies 

in how the narrative histories of the differing viewpoints have 

evolved. 1 leave this as a puzzle, and recognize it as part of the 

complex discourse on multiculturalism today. 

Multiculturalism in Canada has arisen from sirnilar roots and in 

response to similar issues as in the United States. It is 

interesting to think of two countries, Canada and the United 

States, side by side, with overlapping histories of mass 

immigration and overlapping interests in educating populations, 

yet with different histories of relationships to immigrants, 

different attitudes towards preservation of "home" languages, and 

the resulting different expressions of multiculturalism. 

1 have used the chapter by Kogila Moodley in the Handbook of 

Research on Mu2 t i c u l  tural Education (Banks & Banks, 19% ) to begin 

to trace the narrative history of Canadian multiculturalism. In 

examining muiticulturalism Moodley found "Canada is one of the few 

democratic societies that has addressed the issue of cultural and 

linguistic pluralism, incorporated it into 

and formulated it as a formal state policy 
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its national identity, 

of multiculturalism" 



(p .  801) . As 1 understand her argument, the roots of the cultural 

mosaic perspective, and hence the roots of multiculturalism in 

Canada, can be traced to the federal policy on multiculturalism, 

the Canadian Multicultural Act of 1971. This policy was the result 

of the previous policies that conferred equal status on English 

and French as official languages in Canada. The 1971 policy 

extended the preservation of cultures to al1 groups in Canada. For 

Moodley, it is the preservation of ethnic and linguistic diversity 

that is the driving force in multicufturalism in Canada today. 

To further develop a 

Canada, 1 realize it 

understanding of the 

context £or understanding multiculturalism 

will also be essential to develop an 

policies in play at the federal (e-g. 

immigration policies) and provincial (e.g. educational policies) 

levels. These government policies filter down to boards of 

education where policies (e.g. Ontario, 1992) that directly 

on the classroom are created. It is my sense that my future 

program of research will have to reach into this context. 

impact 

It is also my sense that where 1 want to be is in the schools and 

in the classrooms where the policies take life. 1 want to work in 

intirnate connection, and develop relationships with teachers, 

students and parents. 1 want to be part of the day-to-day life of 

the community in which 1 work. 



It is my hope that my work in Bay Street School, with Pam and her 

students, contributes to the evolving conversation on 

multiculturalism; a conversation that continues to grow across 

disciplines, across countries, around the globe, It is my hope 

that narrative methods will contribute to developing new 

perspectives on understanding the experiences of people living 

multicultural lives. Finally, it is my hope that the coalescence 

of narrative and multiculturalism may bring to lile multicultural 

landscapes, and rnulticultural teaching and learning. 



Portions of this chapter are in press in an article for Curriculum Inquiry. 



Narrative-Multiculturalism-Love-Hope 

Narrative is a method 
that is compatible with 
who 1 am, 
how 1 live 
and learn, 
how I make sense of my experiences, 
others ' experiences , 
and the world. 

Narrative is 
d o m  to earth, 
of the world, 
of life. 

Narrative is how people talk about 
their every-day experiences, 
and share their experiences with others. 

Narrative is 
personal, 
intimate; 
relationships are the heart of the process, 
fuel the inquiry, 
and inspire the writing. 

In my narrative inquiry 
1 was drawn into a relationship 
with Bay Street School, 
and with Pam and her students- 
Being drawn in 
1 lost my sense of distance, 
felt connected. 
Connections are at the heart of multiculturalism. 

Multiculturalism is 
of the world, 
of the lives 
and work of people. 

Multiculturalism is about 
the relationships we have with others, 
£rom those in the same room, 
to those across the globe. 

Multiculturalism is about 
our increasing connections 
to each other in this world; 
it is about how we can live together, 
and learn frorn living together. 
It is about schools 
like Bay Street School, 
and about teachers like Pam. 



Multiculturalism is about Aisha and George, 
Tara and Annette. 
It is about 
being open to these children. 

Multiculturaiism is about the hope 
we have that these children 
will become al1 they can be. 
Multiculturaiism is 
about the hope we have 
for our schools , 
our cities, 
Our countries , 
Our world, 
our futures . 

Narrative and multiculturalism 
embed me in people's lives; 
together they provide 
a way of viewing the world, 
and my relationship to people in the world. 

Narrative muiticulturaliçm is 
person-centered, 
experiential, 
reflective. 
It opens up new possibilities 
for understanding; 
possibilities 
founded in the experiences 
of those studied, 
derived from the contexts 
in which they live and leam, 
entangled with the lives 
of those engaged in the research. 

Narrative multiculturalisrn is 
about understanding 
the daily experiences of people 
in this world, 
in schools, 
in classrooms . 
It is about immersion 
in the lives and experiences of people, 
learning £rom this immersion, 
and leaming £rom al1 life experiences. 

Narrative multiculturalisrn 
thrives on relationships, 
and leaming £rom being in the relationships. 
Narrative multiculturalism 
involves aesthetic and 
ernotional reahs of understanding. 



My writing ref lects 
a narrative multicultural approach. 
It reflects time spent in Bay Street School, 
relationships with Pam and her students, 
and the sense of belonging and connection 
1 felt to the school, 
and to people in the school. 

Bay Street  School, w h e r e  you belong. 
1 f elt 1 belonged in this inquiry. 
1 felt connected in this inquiry. 
I felt 1 had relationships in this inquiry. 
This feeling of being in relationship, 
learning f rom relationship, 
infused my inquiry. 

1 felt friendship 
wi th the cornmuni ty, 
the school, 
the people in the school, 
the parents, 
and especially Pam and students in her class. 

1 felt respect 
for the community, 
the school, 
the people in the school, 
the parents, 
and Pam and students in her class. 

1 felt compassion 
and empathy. 
7: felt love. 
I felt hope. 
I continue to feel love and hope. 

Engaging in this narrative multicultural inquiry developed 
f riendship, 
respect, 
compassion, 
love, 
and hope 
for communities, 
schools, 
teachers, 
parents, 
s tudent s . 

Friendship, 
respect, 
compassion, 
love, 
and hope 
shaped my responses to situations and interactions, 
shaped my writing, 
shaped me as a person, 
and will shape my future. 



Appendix 1 A 

York University 

Correspondence 

Fieldnotes 

Interviews 



YORK COnRESPONDENCE 

3 items, 228.9 MB available 

York profs-95Nov20, 27 

Mon, Nov 20, 1995, 08:39 AM 1 7 K Microsoft Wi 

Wed, Nov 22, 1995, 05:42 PM 1 7K Microsoft Wl 

Mon, Nov 27, 1995, 04:33 PM 1 7K Microsoft WI 



YORK FlELDNOTES 

9 items, 228.9 ME3 available 

Fri, Feb 23, 1996, 1253  PM 

Thu, Feb 29, 1996, 0256  PM 

Mon, Mar 4, 1996, 10:54 AM 

Wed, Jun 12, 1996, 12:49 PM 

Wed, Jun 12, 1996, 1 O:O8 AM 

Thu, Mar 21, 1996, 1 S:O9 PM 

Wed, Mar 20, 1996, 02:07 PM 

Fri, Feb 9, 1996, 02:23 PM 

Fri, Feb 9, 1996, 02:34 PM 

Microsoft WI 

Microsoft WI 

Microsoft WI 

Microsoft WI 

Microsoft WI 

Microsoft Wl 

Microsoft Wl 

Microsoft Wl 

Microsoft Wl 



- -- 

YORK INTERVIEWS 

12 items, 228.9 ME available 

@ JP INT Balneet Sept 97 

8 JP-lnt-BI-96Jun4 a JP-IntJ32-96Jun4 

J P-Int-F-965Jun4 

J P-Int-Ml-96May4 

a J P-[nt-N-96May22 

a JP-lnt-P- May 696 

Fri, Oct 10, 1997, 11  :13 AM 

Mon, Jul 22, 1996, 0158  PM 

Wed, Jul 24, 1996, 02:11 PM 

Wed, Jun 12, 1996, 10129 AM 

Wed, Jun 5, 1996, 03:08 PM 

Fri, Jun 28, 1996, 11:02 AM 

Thu, Jui 4, 1996, 09104 AM 

Wed, Jul 31 , 1 996, 1 0:20 AM 

Fri, Aug 2, 1996, 08:33 AM 

Tue, Aug 6, 1996, 09:24 AM 

Fri, Jul 5, 1996, 01:19 PM 

Fri, Jul 12, 1996, 09:50 AM 

Microsoft WI 

Microsoft WI 

Microsoft WI 

Microsoft WI 

Microsoft WI 

Microsoft WI 

Microsoft WI 

Microsoft WI 

Microsoft WI 

Microsoft WI 

Microsoft WI 

Microsoft WI 



29 items, 228.9 ME3 available 

a JP-Jour-95Janl O 

JPJour-96 jan 10 

JP-Jour-96Aprl6 

JP-Jour-96Apr2 

@ JP-Jour-96Apr30 copy 

JP-Jour-96Apr4 

JP-Jour-96Apr8 

JP-Jour-96Feb13 

JP-Jour-96Feb15 

JP-Jour-96Feb21 a JP-Jour-96Feb22 a JP-Jour-96Feb28 

JP-Jour-96feb5 

JP-Jour-96feb8 a JP-Jour-96Jan22 

8 JP-Jour-96Junl 

@ JP-Jour-96Marl9 a JP-Jour-96Mar26 

a JP-Jour-96Mar28 

@ JP-Jour-96Mar5 

a JP-Jour-96Mayll  

'@ JP-Jour-96Mayl3 

JP-Jour-96Mayl5 a JP-Jour-96May2 

'@ JP-Jour-96May21 

JP-Jour-96May23 a JP-Jour-96May28 

'@ JP-Jour-96May7 

'j@ JP-Jour-96May9 

fri, Jan 12, 1996, 03:08 PM 

Tue, Jan 16, 1996, 05:50 PM 

Wed, Apr 17, 1996, 1 O:47 AM 

Wed, Apr 3, 1996, 01:20 PM 

Fri, May 3, 1996, 01:30 PM 

Fri, Apr 12, 1996, 01 :4l PM 

Fri, Apr 12, 1996, 01:51 PM 

Fri, Feb 16, 1996, 0958 AM 

Fri, Feb 16, 1996, 10:29 AM 

Wed, Feb 21, 1996, 01 :13 PM 

Fri, Feb 23, 1996, 01 :15 PM 

Thu, Feb 29, 1996, 03:37 PM 

Tue, Aug 19, 1997, 10:01 AM 

Wed, Feb 14, 1996, 10:03 AM 

Mon, Jan 29, 1996, 1052 AM 

Wed, Jun 5 ,  1996, 01 :O7 PM 

Wed, Mar 20, 1996, 02:28 PM 

Wed, Mar 27, 1996, 01:28 PM 

Wed, Apr 3, 1996, 12:46 PM 

Wed, Mar 20, 1996, 02:14 PM 

Thu, May 23, 1996, 10:32 AM 

Thu, May 23, 1996, 10:40 AM 

Wed, May 22, 1996, 02:47 PM 

Fri, May 3, 1996, 01:42 PM 

Wed, May 22, 1996, 02:20 PM 

Fri, May 24, 1996, 03:20 PM 

Thu, May 30, 1996, 01:OO PM 

Wed, May 22, 1996, 03:33 PM 

Wed, May 22, 1996, 03:46 PM 

Microsoft Wt 

Microsoft WI 

Microsoft WI 

Microsoft WI 

Microsoft WI 

Microsoft Wt 

Microsoft WI 

Microsoft Wt 

Microsoft WI 

Microsoft WI 

Microsoft WI 

Microsoft Wt 

Microsoft Wc 

Microsoft Wt 

M icrosoft WI 

M icrosoft W( 

Microsoft Wt 

Microsoft Wc 

Microsoft W{ 

Microsoft Wi 

Microsoft Wr 

Microsoft Wi 

Microsoft Wt 

Microsoit Wt 

Microsoft Wi 

Microsoft Wl 

Microsoft WI 

Microsoft WI 

Microsoft Wt 



YORK t tRS/PARTIClPANTS 

10 items, 228.9 MB available 

a Consent 

a LLElTERS FROM M 

LETERS FROM M a Letters to j 

Letters to m l  

Letters to m2 a Letters to other participants a Letters to p 

@ Letters to participants 

Fri, Mar 5,  1999, 1054 AM 

Sun, Apr 25, 1999, 1 1 :21 PM 

Wed, Jun 12, 1996, 01:05 PM 

Sun, May 26, 1996, 1 1 :26 AM 

Sun, Jun 9, 1996, 11:43 AM 

Wed, Apr 9, 1997, 03:03 PM 

Wed, Apr 9, 1997, 03:04 PM 

Sun,  Jun 9, 1996, 1 l:38 AM 

Wed, Oct 2, 1996, 05:16 PM 

Tue, Jun 25, 1996, 10:59 AM 

Microsc 

folder 

Microsc 

Microsc 

Microsc 

Microsc 

Microsc 

Microsc 

Microsc 

Microsc 



Appendix I B 

B a y  Street School 

Correspondence 

Field Visit Summary 

Fieldnote Indexing 

Fieldnotes 

Interviews 

Journals 

MisceIlaneous 

Reflective Writing 

Theoretical Memos 



Bay Street Correspondance 

12 items, 228.9 MB available 

Br-97Jan22 

@ Br-97Mar20 a Br-97Mayl 

B-1-97Apr28 

B-2-97Apr28 

B-97ApriI 28 

6-97Jan28 

€3-97Jun25 

8-97Nov28 VF letter copy 

'@ 6-970ct 20 VF letter 

C. ,-99Feb22 a G-97Mayl 

Fri, Jan 31, 1997, 02:01 PM 

Thu, Mar 20, 1997, 03:14 PM 

Thu, May 1, 1997, 03:21 PM 

Tue, Apr 29, 1997, 03:37 PM 

Tue, Apr 29, 1997, 03:36 PM 

Thu, May 1, 1997, 01 :32 PM 

Fri, Jan 24, 1997, 03:25 PM 

Tue, Aug 19, 1997, 03:01 PM 

Fri, Nov 28, 1997, 09:29 AM 

Mon, Oct 20, 1997, 0458 PM 

Mon, Feb 22, 1999, 10:59 AM 

Thu, May 1, 1997, 01:35 PM 

Microsoft WI 

Microsoft Wt 

Microsoft Wr 

Microsoft Wt 

Microsoft Wt 

Microsoft Wc 

Microsoft W( 

Microsoft Wt 

Microsoft Wt 

Microsoft Wt 

Microsoft Wt 

Microsoft W( 



Bay Street Field Visit Summary 

36 items, 228.9 MB available 

o April 98 Sun, Apr 25, 1999, 11:21 PM 

@ April 2 98 

'@ April 23 98 

@ April 30 

o February 1998 

Feb 27 

v a January 1998 

@ 1998Jan16 a JP Jan22/98 

@ JP Jan29198 

v- June 1998 

-@ June 15198 

@ June 2/98 

@ June 22/98 

@j June 24198 

@ June 25/98 

@ June 8/98 

o Q March 1998 

@ March 13 

@ March 27 

@ notes 2 

@ notes 3 

notes1 

7 May 1998 

a May 14/98 

@ May 21198 

@ May 26/98 a May 7/98 

YT November 1997 

@ 97Nov25 

v November 1998 

@ 98 nov 23 

v October 1997 

Thu, Apr 23, 1998, 04:14 PM 

Thu, Apr 23, 1998, 04:24 PM 

Thu, Apr 30, 1998, 03:26 PM 

Sun, Apr 25, 1999, 11:21 PM 

Fri, Mar 20, 1998, 10:25 AM 

Sun, Apr 25, 1999, 11:2î PM 

Thu, Jan 29, 1998, 02:23 PM 

Fri, Mar 20, 1998, 10:OO AM 

Thu, Jan 29, 1998, 0451  PM 

Sun, Apr 25, 1999, 11 :21 PM 

Mon, Jun 15, 1998, 05:04 PM 

Wed, Jun 3, 1998, 0 5 5 6  PM 

Mon, Jun 22, 1998, 0651  PM 

Wed, Jun 24, 1998, 0229  PM 

Thu, Jun 25, 1998, 04:22 PM 

Tue, Jun 9, 1998, 08:24 AM 

Sun, Apr 25, 1999, I f  :21 PM 

Fri, Mar 20, 1998, 09:45 AM 

Sun, Mar 29, 1998, 10:03 AM 

Fri, Mar 20, 1998, 09:45 AM 

Fri, Mar 20, 1998, 09:45 AM 

Fri, Mar 20, 1998, 09:44 AM 

Sun, Apr 25, 1999, 11:21 PM 

Thu, May 14, 1998, 06:04 PM 

Wed, May 20, 1998, 02:05 PM 

Tue, May 26, 1998, 0656  PM 

Thu, May 7, 1998, 0 4 5 7  PM 

Sun, Apr 25, 1999, 1 1 :21 PM 

Thu, Jan 29, 1998, 02:10 PM 

Sun, Apr 25, 1999, 11 :21 PM 

Wed, Dec 9, 1998, 02:49 PM 

Sun, Apr 25, 1999, 1 1 :21 PM 

folder 

Microsc 

M icrosc 

Microsc 

folder 

Microsc 

folder 

Microsc 

Microsc 

Microsc 

folder 

Microsc 

Microsc 

Microsc 

Microsc 

Microsc 

Microsc 

folder 

Microsc 

Microsc 

Microsc 

Microsc 

Microsc 

folder 

Microsc 

Microsc 

Microsc 

Microsc 

folder 

Microsc 

folder 

Microsc 

folder 



Bay Street Field Visit Summary 

36 items, 228.9 MB available 

98 sept 16 

Fri, Mar 20, 1998, 09:47 AM 17K  Microsc 

Sun, Apr 25, 1999, 11:21 PM - foider 

Fri, Sep 18, 1998, 01:44 PM 26 K  Microsc 



-- -- - -- - -- 

Bay Street Fieldtext lndexing 

8 items, 228.9 MB avaiiable 

Field Text lndexing - 98 Jan 5 a Field Text Indexing-97Decl7 a Field Textindexing-97Dec 8 

Field Text-indexing-97Novl1 a Field Text-indexing-97Novl8 

Field Text-lndexing-97Nov26 

9 Field Text-lndexing-98Jan13 

a Search-98Jun25 

Fri, Jan 16, 1998, 03:04 PM 

Thu, Jan 15, 1998, 02116 PM 

Tue, Dec 16, 1997, 1 1 :O2 AM 

Wed, Dec 10, 1997, 03:21 PM 

Tue, Dec 9, 1997, 03:08 PM 

Thu, Nov 27, 1997, 0350 PM 

Fri, Jan 16, 1998, 03115 PM 

Thu, Jun 25, 1998, 12:33 PM 

Microsoft Wl 

Microsoft Wl 

Microsoft Wl 

Microsoft WI 

Microsoft Wl 

Microsoft Wl 

Microsoft Wl 

Microsoft Wi 



- - 

8ay Street Fieldnotes 

122 items, 228.9 MB available 

v $g 1 9 9 6  

a FN-Bay St-JP 96 Dec 4 

@ FN-Bay St-JP 96Dec10 

@ FN-Bay S t J P  96Decl2 

FN-Bay St-JP 96Dec17 

@ FN-Bay St-JP 96Dec18 

@ FN-Bay S t J P  96Nov27 

v 1 9 9 7  

April 1997 

a FN-Bay-StJ P 97Apr14 

FN-Bay-St-J P 97Apr15 

@ FN-Bay-StJP 97Apr17 

@ FN-Bay-St-JP 97Apr2 

FN-Bay-St-J P 97Apr21 

@ FN-Bay-St-JP 97Apr23 

$$J FN-Bay-St-JP 97Apr28 

@ FN-Bay-StJP 97Apr30 

@ FN-Bay-St-JP 97Apr7 

@ FN-Bay-StJP 97Apr9 

August 1997 

@ FN-Bay-St-JP 97Aug16 

December 1997 a FN-Bay-St-JP-97Decl1 

FN-Bay-St-JP-97Decl6 

@ FN-Bay-StJP-97Decl7 

a FN-Bay-SLJP-97Decl 8 

FN-Bay-StJ P-97Dec2 

February 1997 

@ FN-Bay St-JP 97Feb13 a FN-Bay St-JP 97Feb3 

@J FN-Bay-St-JP 97Feb 27 

@ FN-Bay-SLJP 97Feb20 

January 1997 

Sun, Apr 25, 1999, 1 1 :21 PM 

Tue, Feb 2, 1999, 0223 PM 

Wed, Dec 10, 1997, 03:00 PM 

Tue, Feb 2, 1999, 02:29 PM 

Wed, Dec 10, 1997, 03:27 PM 

Fri, Jan 10, 1997, 02:05 PM 

Mon, Oct 6, 1997, 06:17 PM 

Today, 12:03 PM 

Sun, Apr 25, 1999, 1 1 :21 PM 

Fri, Apr 18, 1997, 06:02 PM 

Sat, Apr 19, 1997, 04:19 PM 

Mon, Apr 21, 1997, 0236  PM 

Tue, Apr 8, 1997, 08:27 P M  

Mon, Apr 28, 1997, 05:39 PM 

Mon, Apr 28, 1997, 0555  PM 

Tue, May 6, 1997, 12:29 PM 

Sun, Jan 11, 1998, 1243 PM 

Wed, Apr 9, 1997, 07:14 PM 

Thu, Apr 17, 1997, 08:12 AM 

Sun, Apr 25, 1999, 11 :21 PM 

Tue, Sep 9, 1997, 04158 PM 

Sun, Apr 25, 1999, 1 1 :21 PM 

Thu, Dec 11, 1997, 06:43 PM 

Wed, Dec 17, 1997, 02:05 PM 

Wed, Jan 7, 1998, 11 :58 AM 

Wed, Jan 7, 1998, 03:08 PM 

Fri, Dec 5, 1997, 04:11 PM 

Sun, Apr 25, 1999, 11:21 PM 

Tue, Feb 18, 1997, 07:26 PM 

Wed, Feb 5, 1997, 03:31 PM 

Wed, Dec 30, 1998, 1 1 :46 AM 

Fri, Feb 28, 1997, 07:03 PM 

Sun, Apr 25, 1999, 11 :21 PM 

foi 

Mi 

Mi 

Mi 

Mi 

Mi 

Mi 

foi 

foi 

Mi 

Mi 

Mi 

Mi 

Mi 

Mi 

Mi 

Mi 

Mi 

Mi 

fol 

Mi 

foi 

Mi 

Mi 

Mi 

Mi 

Mi 

fol 

Mi 

Mi 

Mi 

Mi 

foi 



-. .- 

Bay Street Fieldnotes 

122 items, 228.9 MB avaitable 

a FN-Bay St JP 97Jan8 

a FN-Bay St-JP 97Jan13 a FN-Bay S W P  97Jan15 

a FN-Bay St-JP 97Jan16 a FN-Bay S t J P  97Jan20 

FN-Bay S t J P  97Jan22-1 

FN-Bay St-J P 97Jan23 

@ FN-Bay St-JP 97Jan29 

@ FN-Bay StJP 97Jan30 

w July 1997 

8 FN-Bay-St-JP 97Ju12 

v June 1997 

FN-Bay-St-JP 97Jun10 

8 FN-Bay-StJP 97Junl8 

FN-Bay-StJP 97Jun2 

@ FN-Bay-St-JP 97Jun23 

-@ FN-Bay-St-JP 97Jun25 

FN-Bay-St-JP 97Jun26 

FN-Bay-StJP 97Jun4 

@ FN-Bay-StJP 97Jun5 

w March 1997 

@ FN-Bay-St-JP 97Mar 19 

@ FN-Bay-StJP 97Mar13 

8 FN-Bay-StJP 97Mar20 

a FN-Bay-StJP 97Mar3 

a FN-Bay-StJP 97Mar6 

v $B May 1997 

@ FN-Bay-St-JP 97May12 

@ FN-Bay-StJP 97May15 

@ FN-Bay-St-JP 97May21 

a FN-Bay-St-JP 97May26 

FN-Bay-St-JP 97May28 

Thu, Jan 16, 1997, 0657 PM 

Thu, Jan 16, 1997, 07:18 PM 

Fri, Jan 24, 1997, 08:08 PM 

Fri, Jan 24, 1997, 08:Ol PM 

Sun, Nov 29, 1998, 11:15 AM 

Mon, Jan 27, 1997, 12:39 PM 

Mon, Jan 27, 1997, 01:11 PM 

Wed, Dec 30, 1998, 1 O:55 AM 

Wed, Feb 5, 1997, 02:33 PM 

Sun, Apr 25, 1999, I L 2 1  PM 

Thu, Jul 10, 1997, O4:f 1 PM 

Sun, Apr 25, 1999, 11:21 PM 

Tue, Jun 17, 1997, 07:42 PM 

Mon, Jun 23, 1997, 07:04 PM 

Mon, Jun 9, 1997, 06:37 PM 

Thu, Jun 26, 1997, 07:03 PM 

Thu, Jul 3, 1997, 11 :33 AM 

Thu, Jul 3, 1997, Il :45 AM 

Wed, Jun 11, 1997, 1 t20  AM 

Tue, Jun 17, 1997, 07:07 PM 

Sun, Apr 25, 1999, 11 :21 PM 

Mon, Mar 31, 1997, 0737 PM 

Mon, Mar 31, 1997, 03:32 PM 

Mon, Mar 31, 1997, 0753 PM 

Wed, Mar 12, 1997, 04:27 PM 

Wed, Mar 19, 1997, 08:36 PM 

Sun, Apr 25, 1999, 1 1 :21 PM 

Tue, May 20, 1997, 03:05 PM 

Thu, May 22, 1997, 11:25 AM 

Thu, May 29, 1997, 07:24 PM 

Mon, Jun 9, 1997, 05:36 PM 

Mon, Jun 9, 1997, 05:08 PM 

Tue, May 13, 1997, 08:16 PM 

Mi 

Mi 

Mi 

Mi 

Mi 

Mi 

Mi 

Mi 

Mi 

fol 

Mi 

fol 

Mi 

Mi 

Mi 

Mi 

Mi 

Mi 

Mi 

Mi 

fol 

Mi 

Mi 

Mi 

Mi 

Mi 

fol 

Mi 

Mi 

Mi 

Mi 

Mi 

Mi 



@ay Street Fieldnotes 

122 items, 228.9 MB available 

Novernber 1997 a FN-Bay-St-JP 97 NOV 17 

FN-Bay-St-JP 97 NOV 3 

FN-Bay-StJP-97Novl O 

@ FN-Bay-St-JP-97Nov21 

FN-Bay-St-J P-97Nov27 

FN-Bay-St-JP-97Nov4 

October 1 997 

@ FN-Bay-StJ P 970ct213 a FN-Bay-St-JP 970ct6 

FN-Bay-StJP 970ct7 

FN-Bay-StJP 970ct9 

@J FN-Bay-StJ P-970ct21 

@ FN-Bay-St-J P-970ct24 

@ FN-Bay-St-J P-970ct27 

[q Word Work File D 3 

September 1997 

@ FN-Bay-StJP 97Sep11 a FN-Bay-St-JP 97Sep16 

@ FN-Bay-StJP 97Sep18 

FN-Bay-SLJP 97Sep23 a FN-Bay-StJP 97Sep29 

@ FN-Bay-StJP 97Sept9 

v 1 9 9 8  

w $B Janl~ary-March 1 998 

FN- Bay S t  JP-April 30 

'@ FN-Bay-St-JP 98 jan 14 

'@ FN-Bay-StJP 98 jan 29 

@ FN-Bay-StJP-98April 23 

FN-Bay-StJ P-98Feb26 

9 FN-Bay-St-JP-98Jan22 

@ FN-Bay-StJP-98MAR 16 

v June 1998 

Sun, Apr 25, 1999, 11 :21 PM 

Tue, Nov 18, 1997, 11:Il AM 

Mon, Nov 3, 1997, 0733 PM 

Tue, Nov 11, 1997, 04:03 PM 

Wed, Nov 26, 1997, 04:10 PM 

Wed, Dec 3, 1997, 1 f : l 8  AM 

Mon, Nov 10, 1997, 02:40 PM 

Sun, Apr 25, 1999, 11:21 PM 

Wed, Oct 15, 1997, 03:53 PM 

Wed, Oct 15, 1997, 04:07 PM 

Wed, Oct 15, 1997, 04:59 PM 

Fri, Oct 17, 1997, 02:06 PM 

Fri, Oct 24, 1997, 0507 PM 

Sun, Jun 14, 1998, 01:29 PM 

Wed, Oct 29, 1997, 10:57 AM 

Tue, Oct 28, 1997, 09:42 AM 

Sun, Apr 25, 1999, 11:21 PM 

Mon, Oct 6, 1997, 09:48 AM 

Thu, Sep 18, 1997, 05:19 PM 

Mon, Sep 22, 1997, 04:48 PM 

Wed, Oct 8, 1997, 01:08 PM 

Tue, Oct 14, 1997, 02:17 PM 

Fri, Sep 26, 1997, 09:35 AM 

Today, 12:03 PM 

Sun, Apr 25, 1999, 11:21 PM 

Thu, Apr 30, 1998, 03:58 PM 

Tue, Jan 20, 1998, 0750 PM 

Thu, Jan 29, 1998, 0558 PM 

Thu, Apr 23, 1998, 04:43 PM 

Thu, Mar 5, 1998, 03:44 PM 

Fri, Feb 13, 1998, 06:15 PM 

Fri, Mar 13, 1998, 12:32 PM 

Sun, Apr 25, 1999, 11:21 PM 
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Bay Street Fieldnotes 

122 items, 228.9 MB availabte 

1 

September 1998 a FN-Bay-St-JP-98 sept 16 

Fn-Bay Sttemplate 

Pam's Class List - Feb/97 

FN-Bay-St-JPIMC-1-98Junl5 

FN-Bay-St-JPIMC-1-98Jun22 

FN-Bay-St-J P/MC-1-98Jun8 

FN-Bay-St-JPIMC-2-98Junl5 

FN-Bay-St-JPIMC ...- 98Jun2 copy 1 

FN-Bay-St-JP/MC-2-98Jun22 

FN-Bay-StJP/MC-2-98Jun8 

FN-Bay-St-JPIMC-3-98Junl5 

FN-Bay-St-JP/MC-3-98Jun22 

FN-Bay-St-J P-98Jun24-1 

FN-Bay-St-J P-98Jun24-2 

FN-Bay-St-J P-98Jun5 

FN-Bay-St-JP-98June2/98 

1998 

FN-Bay-St-JP-98May 20 

FN-Bay-St-JP-98MAY 7 

FN-Bay-St-J P-98May14 

FN-Bay-St-JP-98May26A 

FN-Bay-St-JP-98May26B 

Wed, Jul 8, 1998, 02:03 PM 

Fri, JuI 17, 1998, 10:27 AM 

Wed, Jun 24, 1998, 12:34 PM 

Mon, Jul 6, 1998, 12:48 PM 

Wed, Jut 22, 1998, 12:54 PM 

Wed, Jul 22, 1998, 1254  PM 

Wed, Jun 24, 1998, 12:41 PM 

Wed, Jul 8, 1998, O1 :f 1 PM 

Fri, Jul 24, 1998, 12:06 PM 

Wed, Jun 24, 1998, 04:17 PM 

Fri, Jun 26, 1998, 1058 AM 

Mon, Jun 22, 1998, 03:04 PM 

Wed, Jun 3, 1998, 06:21 PM 

Sun, Apr 25, 1999, I V 2 1  PM 

Wed, May 20, 1998, 04:41 PM 

Fri, May 8, 1998, 1 l : l 7  AM 

Fri, May 22, 1998, O f  :27 PM 

Tue, Jun 2, 1998, 04:06 PM 

Tue, Jun 2, 1998, 04:40 PM 

Sun, Apr 25, 1999, 11:21 PM 

Fri, Sep 18, 1998, 03:Ol PM 

Fri, Apr 18, 1997, 01 : l ï  PM 

Thu, May 15, 1997, 0247 PM 
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Bay Street Interviews 

3 items, 228.9 MB available 

a J P Qual-Reç-l nt-97Aprl4 Fri, Aug 8, 1997, 02:23 PM 5 1 K Microsoft WI 

a JP-lnt-F . - - 97Apr15 Thu, May 1, 1997, 08:09 AM 68 K Microsoft WI a JP-lnt-R: - -.. : - 97Apr23 Wed, Apr 30, 1997, 0539 PM 34K Microsoft Wt 



Bay Street Journals 

30 items, 228.9 MB available 

Journal template 

B Journais 1996197 

B o F e b r u a r y l 9 7  

Jou-Bay St-JP 97Feb15 

Jou-Bay-St-JP 97Feb20 

8 Jou-Bay-St-JP 97Feb21 

-+? January197 

@ Jou-Bay St-JP 97Jan 27 

Jou-Bay S t J P  97Jan13 

Jou-Bay S t J P  97Jan16 
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B Journals 1998 
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Wed, Sep 17, 1997, 0506 PM 

Tue, Sep 23, 1997, 0553 PM 

Mon, Nov 10, 1997, 0956 AM 

Fri, Oct 24, 1997, 05:15 PM 

Thu, Oct 30, 1997, 04:38 PM 

Sun, Apr 25, 1999, 11 :21 PM 

Wed, Apr 8, 1998, 01 :18 PM 

Thu, Jun 4, 1998, 12:49 PM 

Tue, Mar 31, 1998, 01:29 PM 

Thu, May 7, 1998, 01 :56 PM 

Fri, May 8, 1998, 04:50 PM 
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Bay Street Miscellaneous 

18 items, 228.9 MB available 

Bay Street History 

8 History-98Jan21 

Bay Street-1 986 

Bay StreeLNewspaper Caption 

BOARD APPROVAL INFO 

Abstract of thesis for school 

Board Miscellaneous 

a Appl-Tor-Bd-97Jan22 

'@ T BOARD APPLICATION JP 

Board propos Absract Jan 97 JP 

Board proposal Jan 97 JP 

Board proposal tabfesJan 97 JP 

Proposal for BS for 2nd st copy 

revised Prop for BS for 2nd st 

Toronto Board app 

Sun, Apr 25, 1999, 11:21 PM - 
Mon, Feb 16, 1998, 02:09 PM 34K 

Mon, Jun 29, 1998, 02:47 PM 34K 

Fri, Jun 26, 1998, 03:16 PM 26K 

Today, 12:04 PM - 
Fri, Jan 31, 1997, 02:29 PM 

Sun, Apr 25, 1999, 11 :21 PM 

Thu, Jan 23, 1997, 0854 AM 

Fri, Jan 31, 1997, 02:36 PM 

Tue, Apr 29, 1997, 03:41 PM 

Wed, Jan 22, 1997, 1 l:52 AM 

Fri, Jan 31, 1997, 02:27 PM 

Tue, Apr 29, 1997, 03:28 PM 

Thu, May 1, 1997, 03:26 PM 

Mon, Jan 27, 1997, 01:33 PM 

Pseudonyrns Sun, Apr 25, 1999, I L 2 1  PM - 
a Bay Street - Pseudonyms Fri, May 15, 1998, 12:24 PM 34K 

8 Pseudonyrns - Bay Street School Thu, Jul 23, 1998, 01:23 PM 51K 
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Bay Street Reflective Writing 

5 items, 228.9 MB available 

Sun, Jan 11, 1998, 01:42 PM 26 K Microsoft WI 

Dec l  8 Wed, Dec 17, 1997, 04:31 PM 26 K Microsoft WI 

Fri, Dec 12, 1997, 06:OO PM 26 K Microsoft WI 

Wed, Dec 10, 1997, 02:43 PM 43 K Microsoft WI 

Tue, Jun 17, 1997, 07:06 PM 3 4 K Microsoft WI 



Bay Street Theoreticai Memos 

724 items, 228.9 MB available 

1 9 9 6  

@ JP 96Dec19 

@ JP Dec 13196 

@ JP Dec29197 

v $h 1 9 9 7  

v Apri1197 

'@ JP 97Aprl 

@ JP 97Apr11 

JP 97Apr21 

'@ JP 97Apr23 

@ JP 97Apr28 

@ JP 97Apr4 

JP 97Apr8 
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a JP 97Aug 14A 

@ JP 97Aug 14 B 
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'@ JP 97Aug18 

'@ JP 97Aug20 
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'@ JP 97Dec30 
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@ JP Dec29197 

a JP-97Dec 12 

@ JP-97Decl - Mernol 
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8 JP-97Dec5-Memo2 
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Sun, May 3, 1998, 04:14 PM 
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Sun, Apr 25, 1999, 11:21 PM 

Thu, Aug 14, 1997, 02:OO PM 
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Wed, Jan 14, 1998, 05:09 PM 
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Tue, Dec 16, 1997, 02:46 PM 

Tue, Dec 16, 1997, 02:19 PM 

Tue, Dec 16, 1997, 02:21 PM 

Wed, Dec 10, 1997, 10:45 AM 

Wed, Jan 7, 1998, 03:45 PM 

Tue, Dec 16, 1997, 02:28 PM 

Tue, Dec 16, 1997, 02:33 PM 

Tue, Dec 16, 1997, 02:40 PM 

Tue, Dec 16, 1997, 02:44 PM 

JP-97Dec9 Fri, Dec 12, 1997, 05:26 PM 
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Bay Street Theoretical Memos 
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Bay Street Theoretical Memos 

124 items, 228.9 MB available 
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@j JP 97May14 

a JP 97May20 
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8 JP-97Novl9 

8 JP-97Nov20 

@ JP-97Nov22 
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@ JP-97Nov5 
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JP-970ct22 a J P-970ct24 

@J J P-970ct25 
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Tue, Dec 30, 1997, 0451 PM 
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Sun, Nov 29, 1998, 11 :33 AM 
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Sun, Oct 4, 1998, 1 1 :52 AM 
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Appendix II 

Board Archival Materiaï 

The board archives contain a wide variety of materials on Bay 

Street School. This material is mainly housed in two large folders 

and one centennial document. In addition, there are general 

enrollment, attendance, and other records for each school in 

general documents. Board meeting minutes are also available, 

indexed to indicate topic and occasionally school. 

A) Board Centennial Document: This document " Centennial Story: 

Board of Education for the City of Toronto, 1850-2950"  was created 

to celebrate the hundredth anniversary of the board of education. 

It was prepared by the staff of the Board, under the direction of 

E. A. Hardy. The Honorable M. Cochrane was the editor. Toronto, 

Ont.: Thomas Nelson & Sons (Canada) Ltd. It contains letters £rom 

former students, teachers, and administrators who were in the 

school at different t h e  periods. It also contains replications of 

photographs taken at different time periods. 

B )  There are two folders on Bay Street School. One includes 

excerpts £rom the diary of the £irst principal. The entire diary 

is available £rom the Toronto Reference Library. There are also 

excerpts £rom board meetings that dealt with the school and 

program implementation in the school. There is a document entitled 

'1 remember when", edited by John Webster and wilma Burton, 

compiled to celebrate the centennial of the school. The folders 



contain a variety O£ newspaper clippings that focus on events in 

the school, or general educational issues using the school as an 

example. There are clippings £rom newsletters about new policies 

and new programs being implemented in the school. There is also a 

set of blueprints of the original school building. There is 

information on the additions made to the school, and alterations 

to the structure of the building. There are photographs of the 

school from di£ ferent t h e  periods, mainly from its earlier days, 

and photographs of former teachers and students. There is also a 

collection of assorted other memorabilia. There are doctirnents such 

as menus £rom the "Old Boys Club", and lists of awards in the 

school. There are several documents £rom the tirne period when 1 

did rny research, including middle school yearbooks, and school 

philosophy staternents. 

C )  There is a variety of other information available about the 

school not housed in the two folders and centennial document. This 

information is in general documents such as school attendance 

records, board meecing minutes. The musewn next to the archives 

also has board memorabilia. 



~ p p e n d i x  III 

Project Archival Material 

The project archives contain a wide variety of materials on Bay 

Street School. This material is housed in filing cabinets in the 

OISE project office. There is additional material in Jean 

Clandinin's Centre in Edmonton. Some of this material is 

duplicates of Board archiva1 material, some is duplicates of 

materials gathered by the librarian at Bay Street School- 

Choice and Deliberation Project 

B a y  Street Materials 

First Level of Organization: 

Bay Street School General (green) 

Cornputers (blue) 

Science (yellow) 

Language ( red) 

Race Relations (pink) 

Second Level of Organization: 

Chronological according to date md project 



Third Level of Organization: 

Ministry of Education and School Board 

School 

Publications 

Fourth Level of Organization: 

Ministry of Education and School Board 

-policy documents 

School 

-policy documents 

-reports 

-booklets 

-correspondence 

-participants 

-workshops 

Publications 

-proposais 

-reports 

-booklets /pamphlets 

-conference/workshops 



Bay Street Files 

BAY STREET F I L E S  
FILraG CABINET ( 1 ) 

P.P.K. Pro jec t  M i s c  
Micks/Jeanls F i l e s  on Ph i l ,  etc. 

Bay S t r e e t  School - Notices/Minutes of Cornmittee Meetings 
04/81 - 06/83 

. .. 

Bay S t r e e t  Curriculum Project  
Pro j  ect O f f  icers ' Reporc 
09/81 - 06/82 

Modes of Knowing Work i n  Science: A Case Study i n  Science - 

Education 

Computers - Bay S t r e e t  

Bay S t r e e t  Cornputers 
Survey on cornputers 
1 f i l e  Computer - general information 
Persona1 P r a c t i c a l  Knowledge Research Team. 
Master Copies of Bay Street School: Projec t  
School Philosophy & Direct ion 
Computers a t  Bay St ree t  - Students  
Computers a t  Bay St ree t  - S t a f f  

Min is t ry  of Education 
Computer Information 

Computer Correspondence 1985 
Computer In tenr iew 1986 

--------------------------------------------------------------- 
Bay S t r e e t  School 

L i t e r a t u r e  Articles 
Bay S t r e e t  School - Daily Notes £ r o m  Principal #1 

05/81 - 11/83 
B a y  S t r e e t  School - Daily Notes £rom Pr inc ipa l  #2 

11/86-06/87 
--------------------------------------------------------------- 
Bay S t r e e t  School - Study Groups ~ o r k s h o p  Mater ia ls  

04/81 - 06/87 
Bay S t r e e t  School - Notices £rom TTF, Bd. O f  E d . ,  o t h e r s .  

05/81 - 11/86 

Bay S t r e e t  School - Socia l  A c t i v i t i e s  
05/81 - 05/87 





Secondary School Principal Plans for declining enrollments: 
Strategies & tactics 

Ritual Papers 
.-------------------------------------------------------------- 
Mudpie Magazine RF #3 

.-------------------------------------------------------------- 
NIE 

Project Meetings #1 
Pro ject Meetings #2 (empty) 

.-------------------------------------------------------------- 
Ontario Education Research Council 

A Conceptualization of the Interface Between Teachers' 
Practical Knowledge and Theoretical Rnowledge in Effecting 
Board Policy 1980 

O Final Week 
25 - 12/2 '80 (5 copies 
Portrayal 

a 

Word Processing Sys t a s  

Bay S t r e e t  Files 
BAY STREET FILES 

F I L I N G  CABINET ( 2  ) 

Toronto Board 
Proposai and ~egotiation of Entry 

--------------------------------------------------------------- 
Project Correspondence 

Letters P . P .  1. 
NIE Project Correspondence 

Bay Street Updated papers 
Bay Street 1986 Correspondence 

St. 
a 

a 

O 

O 

O 

School/Context 11/11 
Toronto Board Teacher Evaluation 
ERIC Fiche of Bay St. Paper #ED222 978 
Project School Reports 
Bay Street Handouts - Class 
Bay Street School - School Proceduxes/~rganization 06/81- 
06/87 

.-------------------------------------------------------------- 
Bay Street - Handouts '86/T 
Committee Handouts Staffing etc. 



Staff development 
Language development 
Science Challenge 
Scie~ce Olympics 
Affirmative Action & Race 
Mathematics Guidelines 
Curriculum Guideline. Mathematics Intermediate & Senior 
Divis ions 
Enrollment & Staffing scheduling 

School Environment 
Mailbox handouts - school procedures Sc organization 
Staff handouts (selected) 
Science Workshop 86/87 

Case Study - Bay Street - General 
Case Study Bay Street 
Case Study Bay Street 
Case Study Bay Street 

Policy Environment 
Ministry of Ontario - Provincial Pclicy Guidelines 
Metro Toronto Board Pol i c i e s  

1975 Every Student Survey. Student's Background & It's 
Relationship to Program Placement 
SCORE (School and Community Organizing to Revitalize 
Education) 

Computer Files 

Bibliography for 1068 
Articles for 1068 A-G 
&xticles for 1068 H-M 
Articles for 1068 N-Z 
Folk Models 



O r a l  History 
f ie ldnotes  & disket te  index 
A-G 
H-M 
N-Z 
C o r n p u t e r  S e a r c h  on Folk 

IEA/SISS Final R e p o r t ,  1 9 9 0  
S c i e n c e  (SSHRC (IEA/SISS) f i n a l  R e p o r t  Originals . Volume 1 : 
O v e r v i e w  

--------------------------------------------------------------- 
IEA/SISS Final R e p o r t ,  1 9 9 0  

Science SSHRC (IEA/SISS) F i n a l  R e p o r t  Originals. V o i r n e  2 :  
O v e r v i e w  

.-------------------------------------------------------------- 
IEA/SISS Final Report, 1990 

S c i e n c e  SSHRC (IFA/SISS) F i n a l  R e p o r t  Originals. Voïume 2: 
Case S t u d y  R e p o r t s  

--------------------------------------------------------------- 
IEWSISS Final Report, 1990 

S c i e n c e  SSEmC (IEA/SISS) F i n a l  R e p o r t  Originals. V o l u m e  3 :  
Publications & Documents P r o d u c e s  
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