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Abstract

The dissertation explorcs the meaning of a pedagogy for peace and hape in a community school n
Kaskitayo, Alberta. The political, pedagogical, and autobiographical contexts in informing the rescarch are
discussed in chapter I. Revcarch questions are grouped under three themes; peace, pedagogy, and culture.

In chapter 11, the issucs of pcace and hope arc dealt with historically through a literature review on
the peace concept and the peace education movement. The comprehensivencss of the review is intended Lo
bring about a holistic notion of what peace cducation has meant in the past and what newer understanding
can emerge in the future.

Chapter 111 deals with the the issues of peace and hope methodologically. The chapter describes the
scarch for a non-violent rescarch methodology which implics semiological analysis and cthnographic
inquiry. Practical application of a peaccful research model consists of semiotic consciousness, dialogic
conversation, ethnographic obscrvation, democratic participation, and the art of hermencutics. The awtempt
to concretize the themes of peace and hope as process of human actions and praxis of cthics is cxamincd.

Chapter 1V is the semiological study of four sets of vidco matcrials featuring Jubilee Public
School as blueprints for peace cducation or good pedagogy. Rescarch focus is put on how the media
captures important spirits of Jubilee Public School as well as on how television freezes public
understanding of what has been happening in the school. The semiological study attempts to present a
radical questioning of the logic of modern epistemology, which in turn would suggest new ways 10 look at
peace, pedagogy, and culturc.

Chapter V is an cthnography of Jubilee Public School. The life storics of the Jubilee community,
the principal, custodian, tcachers, volunteers, parents, and students are presented with the guiding question
of "how school participants arc brought more fully into lifc in Jubilee Public School?" [ hope that the
lived curriculum of the school participants sheds light on our understanding of some important pedagogical
issucs which include; personal peace, human rights, cthnicitics and identitics, multiculturalism, citizenship

cducation, conflict resolution, structural violence, co-operative tearning, social injustice, and education for



global responsibility. The chapter highlights the possibilities and difficuitics in implementing pcace

cducation in Canadian school systcms.
Chapter V1 is reflection on the multiplc meanings in undertaking the research. As a postscript, I

return to the pattern of human life of some participants and contextualize their struggles of peace and hope

as legitimate concerns in modern pedagogy and philosophy.
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CHAPTER 1
DEFINING PEACE AND HOPE IN MODERN PEDAGOGY :
RESTORING LIFE'S DIFFICULTIES AND EXPLORING HUMAN POSSIBILITIES

Understanding nuclear tyranny

It goes without saying that human beings are now living on the cutting edge of a world-in-
transformation and a world-in-crisis. Pcople from different parts of the world are struggling against various
oppressive systems on a day-to-day basis. These systems include political massacres, economic inequality,
social deprivation, ccological degradation, and the fear of a nuclear holocaust. The diversity and scrious
nature of these human concerns has already reached to a stage beyond human imagination or articulation.
Lifton (1984) characterizes the phenomenon as "psychic numbing.” The loss of human compassion has
become the greatest oppression of our age.

On the other side of the nuclear regime, there is a globalization tendency of species problems. The
cmergence of a global civilization has chained people to interdcpendence. One can witness that the
democracy movement in China, the human rights movement in South Africa, and the dc-centralization
tendency of communist rule in Central and Eastern Europe have been evolving into a universalistic theme
of struggle. In identifying with the suffering of fcllow humans, in advocating species intcrest against
sectional or national interest, a solidarity power among people all over the world has been formed, which in
turn may inspirc a global transition process. In this scnse, the local-global relationship is a new form of
consciousness to restore humanity.

The deterioration of lived-situation has incited numerous academics and disciplines o cxplain the
reason and naturc of the crisis. In philosophy, Rorty (1980) blames the crisis on the loss of tradition; in
political science, Kothari (1987) characterizes the crisis in terms of the hegemony of western universalism;
in natural science, Capra (1982) conceives the crisis as narrow perceptions of reality implicd within the
scicnce paradigm. One common thread among these many cxplanations is to view the ultimatc source of
the crisis as an internal problem of humanity. Cassirer in the 1940's and Schrag in the 1980's havce forctold
the necessity of human sclf-understanding in a turbulent world:

1
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Psychology, ethnology, anthropology, and history have amassed an astoundingly rich and
constantly increasing body of facts.... But our wealth of facts is not necessarily a wealth
of thoughts.... Unless we succeed in finding a clue of Ariadne to lcad us out of this
labyrinth, we can have no real insight into the general character of human culture; we
shall remain lost in a mass of disconnected and disintegrated data which scem to lack all
conceptual unity (Cassirer, 1944, p. 22).
Schrag (1980) echoes this argument:

Our crisis becomes a crisis of concepts, of methodologics, of universal philosophics that
have lost their way because their point of origin has been occluded. Man can no longer
ask the question about himself and consequently fails to grasp his situation of crisis as
residing in a crisis of self-understanding, because the primordial motivation of the
questioning has been forgotten. It is the loss of origin on the part of both scicntific
investigation and philosophical analysis that occasions the current cvent of crisis. (p.
175)

Searching for the origin of the crisis, according to Cassirer and Schrag, calls for a deeper
understanding of human beings alongside a history of cultural critique.

In view of the multitude and "depth" of the human criscs, it is intcresting o notc that
philosophers, politicians, and educators often aticmpt to sec things safe and casy with reference cither to
technological reasoning or religious faith. The metaphorical desire to "cover things over” is irresponsible
and dys-educational because it blocks the existential moment of our epoch. Caputo (1987) argucs for a

radical hermeneutical orientation towards the original difficulty of life without betraying it to metaphysics:

But a hermencutics of facticity, convinced that life is toil and trouble, would keep a
watchful eye for the rupturcs and the breaks and the irregularitics in cxistence. This new
hermencutics would try not to make things look casy, 10 put the best face on existence,
but rather to recapture the hardness of lifc beforc metaphysics showed us a fast way out
the back door of the flux (p. 1).

The radicalization of lifc's difficulties, for the last two decades of the twenticth century, refers 10 a
confrontation and coming to terms with the nuclear regime and its scientistic rationality. Jungk (1979)
provides us a portrait of the nuclear tyranny which includes these characteristics: a crisis of conscicnee,
indifference of science to context and ccology, a loss of basic relatcdness to the world , and the horror of
nuclear genocide.

Let's look at the genocidal horror. Nuclear genocide, compared (o all other kinds of human warfarc
or natural catastrophes, is a new form of collective destruction. Before the arrival of nuclcar weaponry,
human beings lived in the present and understood themsclves to be mortal, with the hope that the world

would continue after them. The way people perceive death, according to Heidegger (1977), influcnces the



way they understand themselves and the way they are. In other words, death together with life can define
people as the sort of beings they arc. Nuclear death, however, is more than the déath of human life. Itis
also the death of all the things which constitute the world. If we agree with Heidegger that our
understanding of ending detcrmines the sort of beings we are, then in the nuclear age we begin to understand
ourselves as things. And in an important sense we are the way we understand ourselves.

The degeneration of human life into things can be illustrated in the language of nuclear talk.
Game theory has now become popular in nuclear discourse. The reduction of the polysemic worlds of life
and death to the formal language of the game implies that neither life nor death is seen as a cosmic

phenomenon but an option to be chosen. The destruction of language, in the words of Visanathan (1984),

anticipates the hegemonization of the nuclear regime:

Neither genocide nor nuclear destruction secms to be grasped through the wisdom of
ordinary language. In the world of thesc new scientists, there is no cosmic rupture that
play might have allowed for, only another managerial game where guilt, death, sin, all
get decoded into the sclfsame uniform flow to be controlled as game or sport. Not that
science as play is not conducted in formal language, but at least it rccognizes limits,
realizing the polyvocality of ordinary life. Science as a puerile game atiempls to reduce
the world 1o a serics of formal languages (p. 209).

Derrida (1984), like Visanathan, has studicd the discourse structure of nuclear warfare, particularly
the discourse in its defense. Derrida alerts us to the fact that nuclear war is always defended in the name of
something clse other than life. This discmbodiment between scientific pursuit and human lifc truncates the
relationship between the knower and the known, self and the other, human and nature. Haunted by the
genocidal horror, crisis of conscience, and loss of human relatedness, we ask oursclves: What docs onc

survive for? How should one survive? How must we think? What is truc sccurity? How can we build a

sccurity of morality?

Unfolding the dialectics of modern pedagogy

In the context of education, educators may continue to ask themsclves: Is there reason to hope
today? To question the rcason to hope is to admit o the crisis of our world on the onc hand and to suggcest

lines of possibilitics on the other. Hope itsclf is not a given nor an idcal. Hope is an atitude to live and



an attitude to history. Throughout history, human beings have witnessed and expericnced tremendous
natural disasters and human tragedies. In spitc of this, human beings continue 1o hope for life and for
humanity to survive. What is the matcriality of hope? How should cducation respond to the dialectics of
crisis and hope? The crisis in educaiion is that cducators do not know with what aims they should educate
their students. They doubt they will be ablc to cducate the students and cven doubt if they have a moral
right to do so (Vriens, 1988). To be sure, an entirely new task is arising for cducation. What is the
meaning of modern pedagogy if it is intended as a responsc 10 the contemporary crisis? How can peace

cducation respond?

Pedagogy alternating between peace and hope

Contradictions abound in our daily life. Alongside the strong desire for transformation is the
human compulsion to repeat past mistakes. Alongside the constraining pressures of life is the
transcendental power to act and think beyond limits. Derrida further illustrates contradictions of our age
through nuclear discourse. Humans tend to preconceive their incompetence to deal with nuclearism in
action; yet, they presuppose their competence in textual discourse. As cducators, we need to understand the
pessimism of students through their feclings, discourse, behaviour, and other educational realitics. We also
need to meve students' pessimism from the matrix of the non-real to the matrix of possible action. Despite
the fact that people tend Lo cquate consciousness with reality, to accept reality as it exists with as it should
be, education is still called upon to restore human power to think beyond real space and real time. Students
nced to be rescued from the information implosion of nuclear talk. To restore human power above and
beyond the catastrophic inferno of our century is to envision "new beginnings” (Bollnow, 1987).
Kicrkegaard and Sartre indicate that to exist means (o stand in crisis. Overcoming crises significs not only
averting danger - although this stands most promincntly in the forcground - but also arriving at a new level
of maturity. Crisis significs a rcal process which plays itself out in the cvents of life (Bollnow, 1947).

In his disscrtation on pedagogy between fear and peace, Vricns (1988) finds that the visions for
peace and hope have long been incorporated either explicitly or implicitly as cducational goals. These goals

of peace and hope were somchow shattered during the perieds of the two world wars when fears and



concerns of nuclearism intruded into children's worlds and adultism began to overrule the autonomy of
cducation. After World War II, especially with the lessons leamed from Hiroshima and Nagasaki, a whole
new branch of educational effort on cultivating peace and hope began to emerge alongside the rapid
development of peace rescarch and the peace movement. Since then, the existential orientations of war and

peace have been incorporated into the meaning of modern pedagogy.

Pedagogy alternating between theory and practice

Pedagogy is an altemation between educational theory and classroom practice. What are the peace
cducation theories that can inform classroom practice for peace and hope? It is an undeniable fact that
despite the significant advances in peace rescarch and peace action, rarely do people have a substantial
concept of what peace is. "Peace” asa publicly confessed but imperfectly realized value begs the questions:
What is peace education? How can we turn our understanding of peace into cducational practice?

Traditional educational writings tend to assume that cduczﬁional theory is a combination of partial
theorics of social science and human science while practice is the application of these manifold partial
theories. Peace education challenges this dichotomization by seeing education not mercly as a form of
cognitive understanding but a responsible act of living and engaging life's difficultics. The life dimensions
of theory and practice have a long history, dating as far back as Aristotle, who saw "thcoria" and "praxis” as
the distinctive and inscparable ways of knowing and living. In the Aristotelian sense, “theoria” and "praxis”
arc the simultancous undertakings of the holistic person - head, heart, body, and lifestyles. Marx cchocs
this idea, saying that only humanity is capable of engaging in "theoria” and "praxis” while all other animals
arc merely capable of "activity." Every cducational practice is a result of the complex meaning of life and
cducational theory is the investigation of that lifc. Educational heory and cducational practice, as both
contained and grounded in life, arc the twin moments of the same activity which we call "living." Any
person who is cither attempting to theorize about or to practice peace cducation has alrcady shown a form of
responsibility towards living.  The actions of theorizing and practicing designate in onc way or another
how the actor makes sensc, interprets, and acts towards reality. A varicty of levels of human deliberation,

action, history, idcas, hopes, and uncertaintics arc implicd in the activities of theorizing and practicing. The
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practical element in human deliberation is cmbedded in theoretical stance or in references to cxperience,
which -lhen becomes the justifiable base for practice. The justifiable basc of different orders of theory calls
into question the ideological tyranny of theory over practice. No matter how close the relationship is
between theory and practice, a certain inter-situational space is required so that concrete realization of the
theory can be directed according to its own rhythm and pattern. Educational practice is always loaded with
concrete particulars of time, place, person, and circumstances which theory cannot predict or over-gencrate.
A good theory should retain a certain openness - t0 the world, to the future, and to the actor.

What is the meaning of the theory-practice dialectic in peace cducation? As many of us may
realize, the success of peace rescarch and the peace movement have not induced similar advances in peace
cducation. On the other hand, peace education and the peace movement preceded peace rescarch movement.
Prior to any actual theories of peacc, therc was a cultivated and richly organized totality of cducational
institutions and procedures toward peacemaking. Similarly, education and upbringing of children took place
long before the emergence of theories on child psychology, socialization, curriculum, and so on. Educators
nced to realize that the two-way flow of insufficiency, in terms of human practice and theory, causes i
deficiency in peace education. Theory and practice complement onc another, and it is difficult to say that

one should lead the other. The pertinent issuc is: where can a caring cducator start in terms of theory and

practice?

Pedagogy alternating between the personal and the structural

The problem of peace is not only an cconomic or social concern. The problem is man
himself. Peacc can no longer remain in the realm of hope. Peace must become a science,
and this science that of the "formation” (or education) of the human being” (Bollnow,
1987, pp. 70-71).

The alternation between the personat and the structural in peace education demands that we locate
the sources of action from the educators themselves as well as from the cducational institutions. According
to Montessori, peace is both a personal virtuc and an cxicrnal condition of life. If we place peace in the
realm of human possibilitics, the ultimate responsibility for the actualization of peacc lics in the sphere of

cducation. Peace cducation, thercfore, demands personal commitment as well as structural collaboration,



From the personal viewpoint, education entails an inhcrent autobiographical nature. What and how the
teacher lives can be more or less an expression of what he/she believes. What the teacher has experienced is
usually put into practicc while the unexpericnced or tnknown will not be promoted. The biographical
nature of pedagogy poscs ccnaih problems that are pasticularly contentious in peace cducation. If pcace
cducation requires a greater personal commitment, embodiment, and understanding of peace on the part of
the teacher, peace cducation may also be charged with personal bias and individualism. The neced to
counteract bias and individualism can sometimes be seen as the advantage of value education, but, morc
often it is challenged as a form of indoctrination.

Peace education does not focus itself on the problems of the person or structurcs exclusively.
Rather, it is concerned with the relationship between the person and the structures. The "praxical” clement

of peace education implics that peace cannot be actualized without a knowlcdge, an expericnce, or a desire

for it. As such, peacc education needs to start from the personal, cxtend to the larger environment, and

finally to a global perspective.

Pedagogy alternating between childhood and adultism

Etymologically speaking, "pedagogy” refers to the leading of children growth by an adult. Ina
contcmporary coniext, however, “adultism” is one of the major kinds of oppression of our time (Nandy,
1987b). In tracing the historical development of the concept of "childhood,” Nandy finds that childrcn have
become isolated and victimized as simply one more objective category for social analysis and manipulation.
Organizational and institutional changes have increased the vulnerability of children. Physical oppression
of the past has been shifted to more invisible social and psychological oppression. In the casc of pedagogy,

childhood is croded by the prevailing forces of statism and adultism (Bollnow, 1987):

The state, the partics, and other factions - all of thesc objective forces -would gladly take
hold of the child in order to usc the child for their own purposcs. For this reason, they
desire 10 prescribe for cducation, how and toward what cnds it should cducate. Even with
the parcnts things arc no diffcrent. In fact they are often the worst encmics of a rational
cducation; because as a rule they have the cconomic progress of their children in mindina
one sided fashion. They want "things to go beter” for their children than they have for
themsclves, and thus they cmphasize the practical side of cducation and training, the so-



called "useful,” and for this rcason, they thus often neglect the deeper humanc education of
the child (p. 114).

Present day, social forces hinder the proper development of children. Education loscs its autonomy
and responsibility toward children once children are defincd under the psychology of adulthood or the
ideology of social forces. Peace education as an education for cultivating pcace and hope in the young
generation raises the essential question of how to build a pedagogical relation between children and parent,
and between student and teacher so that the adult can present and represent the world to children in such a
way that the "homeless mind" of the nuclear generation can be sctticd. Education then becomes a "two
way" process in that children are rcarcd by adults and, at the same time, children bring up their clders.

Nandy (1987b) says:

Is all attempt to improve or educate children, then, also an attempt to sclf-improve? s
every violation of children an atempt 1o self-destruct? Perhaps. One accepts in children
what one accepts in oneself; one hates in children what one hates in oncsclf. Turn this
into a conscious process and what looks like cducating and rearing children tums out io be
a pathetic attempt to compensate for unfulfilled and unrcalized sclf-images and privatc
ideals. Children, too, bring up their clders (p. 74).

Reconceptualizing a new relationship between children and adult is an auempt to reconsiruct a new
ideal for modem pedagogy. Also, a plea for the protection of children is a plca for alicmative visions of
personhood and good society. The challenge to live peacefully with children is a challenge 1o live
peacefully with a bicultural existence because the culture of children is significantly different from the
culture of adult.

The four dialectics of modern pedagogy should indicate clearly the difficultics and possibilitics of
peace education. Given that modern pedagogy is articulated between the dialectics of hope and disaster, the
alternation between personal endcavours and structural constraints, the uncasy relationship between
cducational theory and practice, and the idcology between adultism and childhood, | am convinced that peace
cducation provides a new metaphor for cducational theorizing. While people arc dubious as to whether or
not peace education can be possible, I realize that the cffort of exploring its possibilitics is an urgent and
responsible act in engaging with life’s difficultics. Given that there are over-riding characteristics of
objectivism, scicntism, rationalism, and cfficiency in curriculum studies and the larger culture, peace

cducation challenges the "neutrality claim” of tcaching and lcarning. Given that peace cducation has



dualistic concemns for human competence and performance of peace and hope, I need to reconsider the reasons
why conventional school curriculum has so little room for human reflection and action. As pointed out by
Scott (1985), the critical approach, value, and the controversial nature of peace education are legitimated by
history, by philosophy of cducation, and by the urgency of the subject. Arguing against this legitimacy

and urgency is a denial of the tissue of contemporary life.

Informing the research focus: The personal as political

What is the original focus of the rescarch? In what way do I enter the rescarch? How do I engage
myself with the rescarch questions?

Among the many entry points, it is the reflective experience of living in a foreign country, the
interaction with people who are so different from mysclf, the engaging with a group of ethnic and non-
cthnic people in certain states of relationship, and the ontological quest for meaningful survival that spark
the origin of the research.

The two different systems of education that I have experienced, the colonial system of Hong Kong
and the liberal system of Canada, no matter how different they are in terms of the socio-cultural tradition,
politico-cconomic structure, and educational environment, are concerned with reinforcing patterns of
dominance and dependence and not with challenging or changing the situation. Underpinning and
reinforcing the overall sysiem, there is a great reservoir of unquestioned assumptions: the notion that rcality
exists independently of human interpretation, the notion that means and ends arc theorctically distinct from
cach other, and the similar notion that hard nd fast distinctions can be institutionalized between adult and
adolescent. My first year as a doctoral student in Canada and the reading into peace cducation litcrature led
me incxorably into an inquiry about power relations in intcrpersonal rclationships and instittional
structurcs of schooling. The following reflection on a personal expericnce vivifics the concept of power in
an cducational seuting. Also, these concrete expericnces of power and possibilitics help shape some of the
rescarch questions of the dissertation.

{ come from the distant land of Hong Kong, a British colony. The shaping context of ways ol lilc

at large and school curriculum specifically is a violent onc. A particular incident still clings to my mind
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whenever I try to overcome the disappointment and disillusionment of being an cducator in Hong Kong,

cspecially in thinking of what a peace educator should and can do.

It was Scptember 1982, a time during which Margaret Thatcher visited China

and held a negotiation meeting with Deng Xiaoping over the problem of returning Hong

Kong to China. 1 was the form-mistress of a Form IV science class in a sccondary

school. The class was busy rehearsing a play, which was about the on-going political

negotiation betwcen the governments of British and Mainland China over the futurc status

of Hong Kong, for a drama compctition. The students also decided to hang up the British

and Chinese national flags and broadcast the national anthems when Margaret Thatcher

and Deng Xiaoping met at the airport. Just a few days before the compctition, the

principal and some other staff told the students to stop hanging the Chinese flag and

broadcasting the Chincse anthem. The rcason they gave to the class was that the school

could not tolerate anything “red.” I intended to discuss with the class the

unrcasonableness of the school policy and teacher's authority. My question did not arousc

any discussion, nor protest, nor further action. The class, after a moment of silence,

came up with a vote for no flag and no anthem in the play. The class won the

competition.

The incident exhibits some important aspects of what I shall call violence in the Hung Xong
culture, school curriculum, and personal biographics. The issue of power pervades in family, school, and
workplace. The class of students chosc to enact a power play; the teacher uscd language as a form of power
in setting up boundaries of discoursc and thus structuring rcality in a certain way; and the teacher-student
relationship was a form of power relationship in that the former could control the behaviour, thoughts, and
values of the latter.

As a foreigner in this "neutral territory,” I had the opportunity to re-scarch the meanings ol the
history that I have lived out. The arca of peace cducation cnables me to re-scarch the meaning of peace and
violence as they apply in education. The constant movement between the past and present, between the
violent personal history and the present interest in peace education, between the theoretical and the practical,
gradually evolves and forms the tension between a cognitive understanding of what is rcal in lifc and the
wranscendental will to act on what the future can be. That tension, which gradually gives shape to some
rescarch questions, permits me 10 sce a doctoral study on peace cducation as mcaningful for both mysclf and
the educational community of Jubilce Public School.

I first came te know Jubilee Public School in 1986 when [ was invited to do an action rescarch

project with two of the school's teachers. In the school, I came to interact with a group of Oricnul students

who experienced dircct and indirect violence at the global and national level, and from the class system and
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the family. Their cxistential ground of violence, as revealed through ethnographic conversation and

obscrvation, urges me to not divorce the study from these students' concerns. Let me cite the story of Yen:

In the fall of 1986, I was cnrolled in an action research course at the University
of Alberta. The focus of the course was to collaborate with school teachers with the aims
of locating and improving teaching problems. [ was introduced to the principal of Jubilce
Public School through the arrangements of the course instructor. The principal then
recommended wo participating teachers to me in the collaborative project. Yen was a
ten-year-old fourth grader in one of the wcacher's class. Yen caught my attention because
she always worc a string of two keys around her neck which became a personal symbol,
an entry point 1o her uniqueness of being a child.

Yen came to Kaskitayo in 1984. She docs not know why her family moved to
Canada. Nor can she rcmember anything about Saigon except that "something happencd
in Victnam at that time.” After studying in Jubilee Public School for three years, Yen
has become one of the best students in the school while her two litde brothers are "lazy
and glum,” as claimed by one of the school teachers.

Being the oldest daughter in the family, Yen has a lot of responsibilities such as
keeping the onc-bedroom apartment house clean, doing laundry, cooking rice for supper,
and helping the two brothers with their studies. She has all these responsibilities, Yen
explains, because she is the only daughter and her two brothers are boys, younger and
"cuter.” She usually finishes her work before her parcnis come home. Yen scldom
complains about her duties except that of helping the two brothers with their studics.
Several times, Yen mentioned to me that she uses a "stick” to discipline the brothers.
Yen does not fecl anything wrong in hitting her brothers because her parents "do that to
us when they get mad.” The primary cntcrtainment for the family is watching Chinesc
videotapes rented from a ncarby video centre. As a matter of fact, Yen indicatcs to me
that she needs to cook rice everyday primarily because her mother wants the family o
finish supper as carly as possible sc as to have more time for television. The wholc
family will usually sit in front of the television from six o'clock till ten or cleven
o'clock.

Yen likes Canada and Jubilee Public School very much. She is a happy and
active girl in the school, despite the fact that she is absent from school quite often.
Recently, she has been absent from school for a few days because one of her brothers got
sick and she had to stay at home with him. On an unexpected snowy day in mid-May,
Yen and her two brothers were absent from school because her mother had put away their
winter coats and had difficulty in finding them.

What kind of education is provided for Yen in the family and school? Through parcnting and
schooling, how docs Yen vivify her identity as an cthnic, an immigrant, an ESL speaker, a member of a
“poor family," a daughter? What is the inner voice penctrating through her pergistent silence about these
questions? What kind of phenomena do 1 come o realize? What has the school done to Yen that cnhance
as well as frustrate actions in peace cducation? How can actions of peace cducation in Jubilce Public
School come to terms with possibilitics for Yen?

The expericnce of telling Yen's story, to Yen's tcacher and Yen hersclf, marks an important turn in

the rescarch joumey. The cxperience begins Lo stecr me away from the theoretical scarch of peace cducation



10 a practical task of building up concrete relationships with children and adults, Canadians and immigrants,
rich and poor, male and female. A new understanding of personhood emerges when 1 sce my role as a
researcher to stand in place for Yen and tell her story. What kind of relation do I have with Yen in asking
one person to speak for another? What happens to ethics in letting me speak for the other? The cthical
sensibility gradually becomes a form of radical responsibility on my part which Michelfclder (1989) calls

"the ethics of the ear:"

The other to whom I speak is not there before me as a phenomenon that I can observe,
study, analyze, reflect upon, but as someone (o whom I offer something that I have
observed, felt, heard, studied, reflected upon, written or said (p. 135).

The naivete of being a stranger in this country disrupts the natural attitude of living. Getting rid
of a natural attitude of living encourages reflection, non-conformity, and divergent viewpoints. The
experience of being "different” and “liberated” from the dominant standardized scheme of cultural patterns
serves as concrete cxamples of struggling against the tyranny of nuclearism, scicntism, westermism, and

adultism.

The hermeneutics of questioning

The four dimensions of modern pedagogy continuously draw me out by having me inquire into my
own beliefs and sources of beliefs regarding the nature of peace cducation. The hermencutics of suspicion,
contextualized with a semiotic consciousncss and cthnographic inquiry of Jubilce Public School, gradually
inform the development of three categories of research questions: peace, culture, and pedagogy. There is a

methodological, theoretical, ontological, and cthical questioning under cach catcgory

The theme of peace
- What is the mecaning of peace?
- What has obscured our understanding of peace?
- How does humanity confront the question of peace historically?

- Might there be a way of relating to the peace question which is non-violent?
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- What are the future possibilitics in achicving peace that have not been uncovered?
- How can peacc be applicd from a personal virtuc into a process of action?

- Is it possiblc to have a peaceful rescarch?

- What are the cthical implications of peace and violence in a research sctting?

The theme of culture

- What arc the cultural problems of the nuclear age that can be formulated as a challenge to peace

and to the practice of cducation?

- How do the peace rescarch, peace movement, and peace education become radical criticisms of
cultre?

- What is the nature of information from mass communication?

- What is the problem of representation in mass culture?

- What is the relationship between media cnvironment, semiotic consciousness, cducational
change, and cultural transformation?

- What are the televised images of Jubilee Public School?

- How can one live in justice with television mythologics?

The theme of pedagogy

- Why do [ initiate a study of Jubilce Public School?

- What conceptions of cducational excellence are displayed in Jubilee Public School that can offer
an alternative to the positivistic notion of schooling?

- In what ways docs Jubilee Public School provide conditions of inncr peacefulness and cxternal
peacemaking?

- What role docs peace cducation play in abating the bio-physical and social problems of an inncr
city?

- What does peace cducation really mean in the lived situaticns of the participants?
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- What are the common grounds for building a dialoguc on the issucs of peace and hope in a
community school?

- What kind of vision for a political community is engendered by the school?

- How can we articulate an understanding of pedagogy which is responsible for the continuity of

humanity and universal traditions?

Disclosing theoretical orientations as interpretive grounds

To trace the theoretical orientations of the dissertation is to reveal the historical jouricy of
discourse that 1 have been engaged in with culture, peace, and pedagogy for the past five ycars, The
theoretical orientations are the interpretive grounds upon which I build the frecdom of questioning
fundamental assumptions about the problems of peace, culture, and pedagogy. The hermencutics of
questioning requires an unrescrvedly subjectivist perspective on my part. I am well aware of the five
theoretical orientations underlying the development of the dissertation. The theoretical oricntations can be
seen as a language of limitations as well as the sources of interpretation. The five oricntations arc: critical
theory of education, postmodernism, peace education, feminist theory, and Chinese philosophy. The
different values, moral percepts, and insights of understanding derived from cach oricntation will be

claborated.

Critical theory of education

I came to study at the University of Alberta in 1983 and did an interpretive study on colonial
cducation of Hong Kong as my Masters thesis. The reading into colonial schooling litcrature and the
psychological theorics of colonization cnables me to understand better the intricate relationships as well as
rivalry between different groups of people. Icame to appreciate the role of racc, class, sex, cthnicity, and
ideology as the dominant modes of research in the ficld of education. The litcrature review on cducational
colonialism, aithough suggestive for my understanding of the various components of peace cducation such

as human rights, structural violence, and conflict resolution, do not cavision a peaceful and unificd approach
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toward global changes. Very often, theorists of colonialism advocate national interest as against global
unity, violent changes as against peaceful reformation.

From the starting point of an interest in educational colonialism, I gradually became aware of the
abundance and significance of the critical theory of education which also brought the critiques of ideology,
class analysis, m~cro-structural political cconomy, reproduction, resistance, and radical culture as modes of
analysis. Critical theorists have their basis on Marxism and its Frankfurt School variant. Important
cducational theorists include: the "new sociologists” of education such as Young (1971), Bemstein (1975)
and Bourdicu (1977); resistance theorists such as Willis (1977), Hall (1980), and Apple (1986);
emancipatory theorists such as Freire (1970) and Giroux (1988); cultural textualists such as Wexler (1987)
and MacLaren (1986, 1989); humanists such as Greene (1978) and Bollnow (1987); reconceptualists such
as Pinar (1975) and Grumet (1988); and deconstructionists such as Leitch (1985) and Cherryholmes (1988).
Of particular influcnce arc the works of Greene, Bollnow, Freire, Giroux, and McLaren. These critical
theorists offer important insights in terms of dispelling dominant metaphors of social analysis, defining
what constitutes the good life, rejecting certainty and absolutes in education, and proposing schemes of

cultural transformations toward a global community.

Postmodernism

"postmodernism” is difficult to definc because it has many different ideological appropriations and
interpretations. Pcople tend to define "postmodernism"” as the latter stage of modern society characterized
with problems related to tcchnologization and hegemonization. In Lyotard's (1984) terms, postmodernism
is a form of cultural discourse that rejects the grand theory of meta-narratives and totalizing thought. It docs
so from a more language-oricnted perspective. Important postmoder critics that shape the structurc and
oricntation of the study arc Foucault (1980), Barthes (1968, 1972), Derrida (1982, 1984), and Caputo
(1987). Central to their thought is that meaning or knowledge is a product of language, constructed out of
and subject to the endless play of differences between subjectivity and human construction of rcality. It
challenges the hegemonic view of representation and relies on the Foucauldian notion of knowledge as the

outgrowth of discourse practices. The discourse practices then form the basis for cultural critique. The two



16

journals that publish extensively on postmodernism are Diacritics from John Hopkins University and
Critical Inquiry from the University of Chicago. The central focal point of rescarch of the two journals is
in exploring the relationship between mass media and cultural myths. The semiological studics in Chapter
IV, the ethnographic inquiry in Chapter V, and the gencration of a new language of schooling in the
concluding chapter are informed by postmodemism and its related theorics.

Semiotics as a form of cultural critique is an application of the postmodern thought of Barthes.
The purpose of the semiological studies in Chapter IV are threefold: to investigate the public understanding
of Jubilee Public School, to study the nature of mass communication, and to examinc the relationship
between mass communication and human consciousness. [ first started understanding semiotics through
reading Barthes' Elements of Seminology (1968), Mythologies (1972), and The Pleasure of the Text
(1975). The works on tclevision mythologics by Barthes (1972), Meltz (1974) and Allen (1987) represent
three different approaches in media studies. Through a combination of the three approaches and insights
from the Media Group at the Centre for Cultural Studies led by Hall in England, I began to sce semiology
as a new method of hermeneutics and a new approach to understand the theme of culture. The fact that
Jubilee Public School has been exceptionally featured by the media inheres an urgency to understand the
nature of mass communication and treats the qucstion of mass communication as an cntry point towards
understanding the gencral problem of culture.

Similarly powerful forms of cultural criticism, but with more cmphasis on the political
restructuring of a just world order, come from the World Policy Institute at New York and the Cenure for the
Study of Developing Countries in Dehli. Using pos:moderism as the philosophical underpinnings of the
analysis of political and social structurcs, the World Policy Institute and the Centre for Developing
Countrics jointly publish a very high calibre journal, Alternatives, which promoles discussion of the
current impassc by bringing third world, southern hemisphere, and oricntal civilizations into the discourse.
Significant writers of the journal include: Kothari (1987), Nandy (1987a), Ruiz (1988), and Swazo (1984),

Their writings influence significantly on the structure and content of Chapter V1.



17

Peace education

{ was first drawn to the arca of peace education when the International Institute for Peacc Education
was held at the University of Alberta campus in 1985. Since then, I became involved in helping to
organize the annual conference from 1986 to 1988. I had opportunities to meet important peace cducators
from across the world: Peter Dale Scout and Beity Reardon from United States, David Hicks and David
Selby from England, Lennart Vriens from Holland, and Toh Swee-hin from Australia. The coming together
of different peace educators, who rcpresent a diversity of backgrounds and areas of intercsts, constituted a
global dialogue of peace education in Kaskitayo. In the global dialogue, I had opportunitics to sharc the
following valuable insights of differcnt peace educators: the ethical concem of Scott on peace studics at
university level, the relationship between militarization and human sccurity by Reardon, the practical
cxperience of developing and implementing global education by Hicks and Selby, the humanistic search for
the meaning of hope and peace in modern pedagogy by Vriens, and the constructing of a peacc cducation
model for Asian countrics by Toh. These cxpericﬁccs influenced the gencral oricntation as well as the
interpretive framework of the dissertation. At the same time, the importance of intcracting with teachers
and other concerned individuals during conferences permitied me to sce and hear concretely the diverse
aspects of peace education in the Canadian schooling system.

Complementary to the conference experience is the theoretical understanding of the ficld of peace
cducation through a review of litcrature. Review on peace cducation through periodicals includes: Bulletin
of Peace Proposals, Journal of Peace Research, Alternatives, publications by thc Malmo School of
Education from the University of Lund (Sweden), and publications by the Centre for Pcace Studics
(England). Literature revicws on important peace educators includes; Galtung {1969, 1975a, 1975b, 1977,
1977b), Reardon (1983, 19883, 1988b), Hicks (1988), O'Conncll and Curic (1985), Toh (1988), and Carson
(1988). Revicw on Canadian curriculum resources include those listed as annotated peace cducation units in

Brouwer's survey (1987).
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Feminist theory

While reading into the history of peace movement, critical theory of cducation, and
postmodernism, 1 came to realize that feminist theories are implicated as ncw mcthodologics for
understanding the world. The postmodernist thought represented by Kothari (1987) and Nandy (1980), the
critical theories of education represented by Greene (1986) and Giroux (1988), the peace education .
movement represented by Reardon (1982) and Brock-Utnc (1985), and the scmiotic studics represented by
the Centre of Cultural Studies all put forward a feminist perspective as an indispensable viewpoint in their
critical narratives. In the field of peace education, feminism has become a strong dimension in illuminating
a plethora of standpoints about the way to understand women's expericnces and the meaning of peace. The
assumption of feminist authenticity states that the historical and contcmporary rolcs of power is
excmplificd in gender oppression. This explication of the universality of women's oppression and the
cross-cultural commonality of feminist values, according to postmodernist thinking and critical theory of
cducation, make feminism a potentially real force of peace.

Another cqually important insight from feminism is the emergence of a fcminist paradigm in
research methodologies. The gist of existing cpistemology is the logic of the visual, which claims
philosophical centrality because it assumes the simultancity of presence, dynamic ncutrality, and
objectivity. The three conditions contribute to a model of truth which transcends the more body-bound,
materially contingent scnscs. Also, the neutralistic model of truth, which is bascd on distance between
subject and object, knower and known, is a “violent” model of rescarch (Galtung, 1977b). Peace cducation
research, as | firmly believe, requires a peaceful methodology because the rescarch itsclf is a praxis of peace,
Feminist approaches tend to move from discngagement to identification, from analysis to mimesis, from
the abstract to the concrete.  Feminist perspective also renders the vision mode of understanding as limiting
and superficial. Litcrature review in feminist theorics include: Greenham women movement (Cook, 1983),
German feminist movement (Altbach, 1984), reproductive theory (Dinnerstein, 1976; Irigaray, 1985), and

curriculum reconceptualists (Grumet, 1988).
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Chinese philosophy

Chinesc philosophy and an oricntal way of life serve as the basis of my knowing of the world.
The historical givens of cultural tradition, or the fore-structure of understanding as Heidegger calls it
determine subtly and significantly the development of research questions, the way I present myself as a
researcher to the participating school, and the way I interpret the research material. The fore-structure is
sometimes insightful, sometimes provisional, sometimes conflicting with western thinking, and always
modifiable.

On occasions, it is the uncasy fecling of being isolated in public discourse that heightens my
awarcness of Chinese tradition as a historical given of my being. For four successive years of pcace
cducation conferences at the University of Alberta campus, the scarch for a clear-cut definition of pcace
cducation among participants persisted. The search for definition was the same for the the participating
reachers in Jubilee Public School. It scems 1o me that the search fora fashionable and universal acceptable
definition as the top priority for conversation or dialogue in the west creates unnecessary problems for
reflection and action. By finding acceptable formulae, people will patch over differences of opinion and not
be open cnough to what peace education can mean.

The definition of peace as absence is another obstacle for peace education in the west. Although it
i true that peace as an absence of something would likely miss the values requiring the implementation of
peace, it is also true that the corrclational logic between opposing concepts can widen the meaning of cach
of the opposing concepts. In Chinese thinking, an idea becomes completc only when the dialectics with its
opposites arc considered and not dichotomized. The correlational logic conccives opposing concepts in
rclational terms. There is a Chinese saying that something and nothing is mutually gencerative, the difficult
and casy is complementary, the Jong and short is relative, and the front and rear is accompany one another.
The corrclational logic, together with an organicist view of the world in which cvery phenomenon is
connected with the other according to hierarchical order, offer insights to my understanding of the binary
nature of the lived world which is central in peace cducation. The binary nawure of peace education has been
clearly explicated in the four dimensions of modem pedagogy: (1) the oppressive and liberating relationship

between adults and children, (2) the dialectics of crisis and hope, (3) the telationship between cducational
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theory and practice, and (4) the local-global/personal-structural dimension in world transformation. The
dialectical mode of cognition, as cmbodied in Chinesc corrclational logic, recognizes that the content of
concepts can change radically in different contexts. Further, reality is best manifested in this process of
change.

An example of Chinesc thinking, as different from the extrovert concept in the west, is the inner-
directed world view in Confucianism. The inner dirccted world view lcads to an introverted perspective of
life emphasizing on reflective thought and intemal perfection. It also Icads to inner-directed concepts of
peacc and universalism, which offer alternative modes of thinking in terms of global unity. This vision of
global unity based on mutuality is the most nceded vision for engendering global transformation, especially
in changing the uncqual relationship between the first and third worlds. The Chinese concept of inncr peace
can also enrich the Eurocentric style of pcace education both in content and context by incorporating

different epistemological and ontological valucs of human pursuit.

Organization of the chapters

Chapter 1, the introduction, places the question of peace education in the ontological contexts of
restoring life's difficultics and cxploring human possibilitics. In the chapter, I have located both the
structural and personal contexts for my undertaking of peace education rescarch, The contemporary
structural context for the peace education rescarch includes: confronting the nuclcar regime, living with
westernism and scicntism, and radicalizing lifc to its original difficultics. The personal contexts include
the lived tension between past expericnce and present vision, an cthical responsibility to give voice 10
someonc I happen to meet, and the five theoretical approaches that shape the nature and oricntation of the
disscrtation.

Chapter 1 is intended to address the question of peace theoretically. A litcrature review on the
peace concept, the history of the peace movement, and the history of peace education will be conducted to
provide a background to understanding the various probicms and obstacles of implementing peacc cducation.

The comprehensivencss of the review is explored with the hope of bringing about a holistic notion of what
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peace education has been in the past, what peace cducation is ai present, and what peace cducation can mean
in the future.

Chapter HI describes thie scarch for an appropriate methodology. The first section will focus on a
theoretical scarch for a non-violent research model which implies the method of semiological analysis and
cthnographic inquiry. The second section is the practical application of a peaceful research model which
consists of building up a diatogic relationship as a means of entry, autobiographic consciousncss as the
basis for understanding others, story-telling as the metaphor for engaged rescarch, ethnographic observation
and participation as the way lo relate myself as a friend with the school. The third scction is on
hermencutics and thematic interpretation. The last section is a personal reflection on some contingent
cthical issucs in the involvement of human subjects for research purposcs. The meaning of peace is
investigated in relation to the rescarch process. An attempt to concretize the theme of peace as process of
human actions and practice of cthics would be intcnded.

Chapter IV is the semiological study of video matcrials. A brief history of scmiology and the
different models of semiological rescarch are discussed. Following that, a structural and a scmiological
analysis of each sct of vidco materials featuring Jubilee Public School is conducted. Although some of the
media programmes have captured the important essence or spirit of Jubilce Public School, the unique
signification systcm of media cnvironment also freezes public understanding of Jubilce Public School to the
point where the school becomes a myth and the principal becomes 2 sagC. Semiological studics in Chapter
IV arc aticmpts to present a radical questioning of the logic or foundations of modern cpistemology, which
in wrn will suggest new ways to look at pedagogy and culwre.

Chapter V is an cthnography of the school. Nine scctions are classificd in the chapter: the Litle
China ncighbourhood, the actions of multicultural cducation, the spirit of community cducation, the school
rituals as texts of social relations, the cducational leadership of the principal, the cducational responsibility
of the school custodian, the essence of motherly love as reflected from a school volunteer, pedagogical
vision and mission of two tcachcrs, and the life profiles of a plurality of students, It is hoped that through

cthnographic conversations, obscrvations, and participations, a concreic praxis in pcace cducation and its
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meanings can be implied which may shed light to our understanding of possibilitics and difficultics in
implementing peace cducation in the Canadian schooling systcm.

Chapter VI marks a tentative ending 10 the study. The joumey from getting involved with the
research to the final completion of the disscrtation is traced in order to sce what rescarch questions can be
answered and what new questions await for decper inquiry. The intent of the disscrtation is not to provide
an evaluation of the school. Rather, I would be happy if the rescarch opens up some cducators’ minds and
cyes 10 What peace education can mean in a community school and what peace cducation can be in their own
practicing classrooms, As a postscript, I return 10 the pattern of human life of myself and some
participants and contextualize their struggles of peace and hope as lcgitimate concerns in modern pedagogy

and philosophy.



CHAPTER 1I
TOWARDS A THEORETICAL UNDERSTANDING OF PEACE :
REPOSSESSING THE HISTORY OF PEACE EDUCATION

This chapter atempts a theoretical and historical understanding of the question of peace. Some
guiding questions of the chapter are: what is the meaning of peace? What does it mean to say that our
culture has obscured the concept of peace? How has humanity confronted the question of peace historically?

What are the future possibilitics in achieving peace that have not been uncovered?

Human contradictions and peace theory

There is a multiple asymmetry that affects our talk of peace. For one thing, war is sometimes
scen as an instrument of peace. This long-cstablished way of thinking could be found in Hobbesian
philosophy that war is the natral condition of states, in the critical judgment of Rousscau that war is a
potent and necessary device for restoring national and intcrnational order, and cven today when we hear
people saying that "small wars” are, in the context of nuclear confrontation, useful instruments of release
and realistic adjustment for peace.

The causes of peace and war, throughout history, are so intertwined that people can identify peace
as the absence of war on one hand and can regard peace as compatible with a certain modest or moderate
occurrence of war on the other. This paradoxical theory of peace and war is present in the writings of major
western philosophers and political thinkers from Machiavelli to Mill. Even Immanuel Kant, who has
written extensively on the issue of peace, maintains similar conflictual arguments on the issues of war and
peacce in his political theory of peace.

In portraying a typology of westcrn peace thinking from 1300 to 1800, Galtung (1975a) finds that
the "Pax Romana” concept has always been paramount in western thinking. Significant peacc thinkers and

their idcas during this period can be scen in Figure 1.
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Figure 1: A Typology of Western Peace Thinking 1300 - 1800

1310

1517

1625

1692

1713

1786

1795

Dante Alighierir - De Monarchia
A universale imperium; the whole united under
supreme govemment; ruled according (o Roman law.

Desiderus Erasmus -The Complaint of Peace
Inter-state arbitration by a body consisting of the Pope,
bishops, abbots and "wise-men” - with an cthical basis.

Hugo Grotius - De Jure Belli et Pacis
Sovereign states to be bound by international law; an asscmbly
of Christian princes to deliberatc and propose sanctions.

William Penn -An Essay Towards the Present and

Future Peace of Europe
The first scheme which openly says that no universal peace
is possible without the inclusion of Russians and Turks

Charles Rene Castel de St. Pierre - Paix Perpetuelle
Although conceived of as a European republic, it was not
directed against anybody; Plenipotentiarics of Sovereigns to
meet in permanent Council; to settle matters by

arbitration; chairmanship in rotation; cxpenses sharcd;
internal self-detcrmination; no armed force to be uscd

by individual states; sanction against offenders.

Jercmy Bentham - A Plan for Universal and Perpetual Peace
Anti-colonialism, International Court of Judicature, a
Congress or Dict of States, abolition of sccret diplomacy;
decisions made by the people themselves; all

Christians to support peacc.

Immanuel Kant - Zum ewigen Frieden

States cannot be traded with, not being a patrimonium
but a society of people; standing armics to be
gradually abolished; non-intervention; restraint if
there is war; republican constitutions; Law of Nations
based on federations; submission to Providence, living
according to Natural Law; consult philosophers.

Source: Galtung, J. (1975). Proceedings of The International Peace Research

Association Fifth General Conference. Varanasi, India: Asian Printing Works.
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The problems of peace, conceived within the paradigm of "Pax Romana,” is a form of political
system limited to Roman Law, to the Christian Pope, and to European countrics. The concept implicates
peacc as “absence of violence” but not in the sense of justice and prosperity for the periphery of the Roman
Empirc (Galtung,1969). Conccptually speaking, "Pax Romana" can be thought to be compatible with an
exploitative system of Roman imposed military order, or even as a medium for cxploitation. The ideal
statc system in the "Pax Romana” concept is that international order can be maintained with the rise of a
single world statc protecting the interests of smaller states within and across the continents. Is not the
existence of two superpowers, with pretensions to being the first world state protecting the interests of all
the smaller states, exactly our current problem?

Eurocentric peace thinking has been further marked by a fundamental civilizational drive since the
1800's, informed by Darwinism, sccularism, and technologism. As a result of these threc movements,
images of the world and humanity arc subscquently legitimated by a materiaiict and mechanistic
interpretation. With the risc of the Industrial Revolution, the mechanistic conception of world nature and a
managerial viewpoint of lifc is brought into focus. The new mechanical metaphor of life allows and
justifics the manipulation of nature under the guisc of the theory of progress. The risc of Galilean science
further strengthened the anthropocentric conception of human-nature relations. In Galilean scicnce, an
instrumentalist conception of rational action is cultivated which commits us {0 a conflict centred view of
human activity. That is, nature is a machine to be manipulated and human beings are the manipulators.
Humans arc cither perccived as things to be known, like other objects in nature, of as subjects who act to
pursuc their ends in rational ways.

The metaphor of human nature as predominantly aggressive and power-hungry leads logically to
pessimistic conclusions about the possibilitics of peace, about the permanent abolition of war, and about
what peace cducation can do. The doctrine that human nature is cssentially aggressive releases tremendous
cnergy and Icads (o a race for superiority in armaments. The art of warfarc is scen as critical in cxtending
the fronticrs of Western civilization and its normative framework covering almost the entire world.

What is wrong with this medieval conception of western universalism as the saviour of world

peace? Is it not truc that contemporary “peace thinking” is still entrenched in the curocentric model of



26

world order? What can we say about the shortcomings of the world-order movement of the 20th century
which gives an overwhelming priority to a westcn conception of "preferred” world order?  Has this
preference of the West thercby decided ante facto, in the words of Swazo (1984), that the political order of
the West is the "best” (p. 280)? How can we re-draw the map of universalism and step out of the shadow of

modemism and westernism?

Towards a richer concept of peace

Kuhn (1970) once said that the failure of cxisting rulcs significd the turn to new paradigms. The
poverty of the peacc concept requires us (o uncover the hidden history of peace and to re-interpret other
relevant texts or traditions to bring forth a new paradigmatic thinking. A richer concept of peace, as |
firmly believe, demands a richer array of related concepts including the legacy of Kant, an expanded theory
of violence, a moral theory of justice, and a theory which relates peace and devclopment. At the sume time,
we necd to pay more aticntion to cultures or traditions that give alternative viewpoints in the issucs of
peace and war. Chinese philosophy and Gandhism certainly need to be re-considered in order to build a

global dialogue on the peace concept.

The legacy of Kant

Perpetual Peace and other Essays (1983) by Immanucl Kant is a good sourcc for a richer coneept
of peace. In this book, he outlined in great details his grand vision of pcrmancnt peace among nation
states. In addition to a political theory of peace, Kant enriches our understanding of the peace concept by
integrating the inner dimension of personal peace with a theory of morality. According to Kant, human
naturc was fragile and many of the wars in the past were inevitable. Although war was denounced as a
natural state of human history, Kant regarded the occurrence of war in the past had created the modern nation
state, brought constitution into being, and created permancnt treatics and alliances between states. This part
of history, Kant maintained, did not nccessarily commit pcople towards further vioicnce because human
beings were moral creatures. Contemporary civilization and peace was an edifice, and future war would hold

back the development of humanity, or even delay the development of domestic justice within stalcs.
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According to Kant, nation states should no longer be complacent about war but be obliged to create the
conditions which allow for perpetual peace. The placing together of a moral aspect of peace with the the
political dimension in the Kantian theory of peace is a breakthrough in western thinking because the quest
of peace is juxtaposed with the quest for justice between states.

Kant (1983) pushes us further to think about the arbitrariness between offensive and defensive
wars. He illustrates the arbitrariness with the phenomenon of standing armics, which currently threaten
other nations with war by giving the appearance that they are prepared for it, and at the same time, could
violate the rights of humanity. The state of war, in Kantian terms, involves both open hostilities and the
constant and enduring threat of them. This is a uscful distinction because it entails a structural horizon of
the concept of war, meaning not oniy the battle in a physical sense but also other forms of violence ina
personal or structural dimension. From this distinction between defensive and offensive wars, Kant helps
us understand the arbitrariness of "dcterrence theory” which should be rejected because it presupposcs a
psychological readincss to war and precludes future trust among nations.

Another significant insight from Kant is his notion of "universal hospitability,” which carrics
imporant implications for peace education. Kant considers that racial, linguistic, religious, and cultural
differences among nations are natural human characteristics, which can serve the purpose of preventing the
domination of the entire world by any particular nation, race, or linguistic group. Owing to the multitude
of differences among different groups of people, there emerges the need to learn to respect and live with the
differences other people brings along. Kant (1983) gives a very specific and rclevant example of migration,
stating:

........ hospitality (hospitablcness) means the right of an alien not to be treated as an

cncmy upon his arrival in another's country. If it can be done without destroying him, he

can be turncd away; but as long as he behaves peaceably he cannot be treated as an cnemy.

He may request the right to visit, to associate, belongs to all men by virtue of their

common ownership of the carth's surfacc; for since the carth is a globe, they cannot

scatter themsclves infinitely, but must, finally, tolerate living in closc proximity,
because originally no onc had a greater right to any region of the carth than anyonc clse

(p. 118).

I think this paragraph spcaks nicely to the contemporary issucs of multiculturalism, minority

rights, global community, and global transformation. Perpetual peace, according to Kant, refers to a



condition of moral rectitude between states, based on the moral imperative (o treat other states as cnds in
themselves and never mercly as a means to sccurc onc's own national intcrests. Given the goodwill and
morality of human beings, just as significant moral progress is possible within the lifetime of the
individual, Kant believes that the possibility for moral development in relations between states is also
possible. To insist otherwise is to reject social responsibility or create the basis for a self-fulfiliment
prophecy. This sense of bearing responsibility for oneself and for the other can secure peace in the long
run. Any treaty of peace that does not bear a responsibility towards the other is merely a truce, a

suspension of and not an end to hostilities.

An expanded theory of violence

If it seems that people cannot talk about peace without referring to violence, it is now time for us
to expand the meaning of violence and accommodate the cxpanded meaning into the peace concept. The
concept of violence initially starts with the actor-oriented perspective and thercfore focuscs on the personal
level of violence. This single focus has been viewed by peace rescarchers as an insufficient vicw of the
global situation. The concept of structural violence gradually cmerges, Icading to the critical analysis of
structural arrangements. The extension of personal violence to structural violence is a paradigm shift
marking the movement from anthropocentrism which sccks violence among peopic (o structuralism which
sceks violence within global and natural space, and from short-term scope (O long-term transformative
projects.

Let us examinc the example of "deterrence theory” and sce how an expanded thcory of violence has
informed human consciousness in criticizing "deterrence theory.” A narrow actor-oricnted theory of violence
would sce "deterrence theory” as unproblematic because of the lack of evidence in dircct violence. In the
new paradigm of thinking, "deterrence theory” would be refuted because it confuses the symptom of war for
a cause of war. Such confusion and abstraction from history has resulted in ambiguous cthics and utopian
politics in which nuclear weapons arc given conditional moral acceptance. [n the new paradigm, no matter
how politicians and war strategists attempt to make deterrence theory internally coherent, pcople would

realize that military deterrence cannot be ensured to confirm independendly of the idcological persuasion of
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the states or particular groups of people. Also, people would begin to realize the relutionship between the
cscalation of nuclear weaponry and mal-development. An expanded theory of violence would clearly re-draw

the relationship between internal and external dangers and let people link structural symptoms with the

loopholes in the infrastructure.

A moral theory of justice

Since Adam Smith, western socicty has been strongly molded into utilitarianism in terms of social
arrangement. Utilitarian methodology calls for treating all values as greater or lesser "bundles” of goods and
comparing alternative distributions of bundles. The theory of justice, to give an example, has fallen into
the trap of the distributive paradigm because the notion of justice is always confined to questions of how
social benefits should be allocated among members of the society. Rawls, who writcs most extensivcly on
the topic and is author of the book, A Theory of Justice, (1971), also falls prey to the distributive
paradigm because he defines justice as a standard whereby the distributive aspects of the basic structure of
socicty are (o be assessed.

The distributive orientation of justice theory obscures the pcace concept in many important ways.
First, justice in a distributive oricntation tends to focus on the evaluation of the effects of given
institutional forms and rclations and not on the institutional structures themselves. A distributively
oriented theory of justice can, therefore, distort the meaning of important social and political concepts such
as peace and violence. Sccond, a distributive notion of justice tends to focus on patterns of distribution
without cven bringing into direct theoretical focus on the structure of the institutional rclations and the
movement of social processes which bring about this pattern of distribution. The approach allows
structural organization or some individuals to have power over others, and yet does not challenge the
structure of decision making within and among institutions on the definition of social position. A
distributive focus on justicc has been so influcntial that it almost beccomes a part of our moral
conceptualization and makes it scem impossibic to have any other. To find another focus we must look
back to an ancicnt conception of justice. In Platonic times, justicc refers to the whole of virtuc insofar as it

concems relations with others, The question of justice docs not concern primarily the proper distribution of
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social bencfits and burdens. Rather, justice concerns the organization of the community as a whole. Social
justice is embedded in the vision of organizing social positions and relations which will produce a
harmonious and cooperative whole.

Habermas is the first contemporary social theorist whose conception of justice can escape the
fallacy of the distributive orientation and can focus on evaluating the level of social structure and
institutional relations. Habermas's conceptualization of social justice is cmbedded in an idcal speech
community which rejects technical reasoning and grounds normative reasoning in the conditions of actual
speaking life. In an ideal speech situation, the organization of intcraction contains relations of equality,
mutual recognition of individuality, and reciprocity. Based on the model of ideal speech situation,
Habermas derives a theory of justice that focuses on forms of social organization and relations of
domination. The ideal specch community, although not constituting a standard of principles by which
actual social arrangements ought to be evaluated, expresses the idcal of justicc in a formal way, revealing
sources of equality and mutuality in social arrangements.

Galtung's extrapolation of the concept of positive peace (1969) incomporates justice as an cssential
component. Unlike Habermas who construcs the notion of justice within a discourse framework, Galtung
advances the idea of social justice in terms of the structural arrangement of centre-periphery. Bascd on the
model of imperialism, Galtung advances the meaning of justice in a centre-periphery model in which there
is a general harmony of interests between centres but not between peripherics. The centres have delined
rcality for the peripherics, overriding the communality of perceived reality in the peripherics and
perpetuating centre reality-definitions through cducation. The cantre-periphery analogy broadens the
meaning of justice by rclating justice as a dynamic condition between stalcs and pcople, men and womnen,

adults and children, rich and poor, and so on.

An ethical perspective of peace and development
Historically, the concept of development grew out of the Europcan Enlightcnment, indicating a

thcory of progress, an inncr faith in the scicntific and technological revolution, and the concept ol
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modernization of traditional socicties under the onslaught of a universal theory of cconomic advancemecnt.
Postmodern thought of the 1980's refutes the underlying assumptions of development in ontological and
cthical terms. The cthical perspective of development brings forward the notion of limits, which helps
uncover the present maldcvelopment of most of the world's societies and the contradictions in structures
within and between nations. The ethical perspective of development also dclineates the links between the
threat of violence such as arms race and the deflection of resources that could be used for development. The
underlying factors, which support the military-industrial complex as a decisive force promoting insccurity,
arc based on oppressive structures that give rise to unequal resource distribution and disharmony between
centres and peripheries.

Galtung not only rclates peace with development but also extends the concept of development into
an operational definition. For Galtung (1975a), the notion of developinent should include a universal
dimension, having to do with four groups of material and non-material nceds of human beings: weifarc
(material needs in a broad sensc); freedom and rights (as opposed to repression); survival and security (as
opposed to destruction); identity (as opposed to alicnation). Universalizing the concept of development and

cxpanding the theme of development from material needs to spiritual terms enhance a positive conception of

Global dialogue on the peace concept

The poverty of the peace concept and the rapid technologization of daily lifc in western cultures
docs not appear to be a historical coincidence. There has been a recognition of the link in many ancicnt
Greek, Oricntal, and Buddhist legends about the relationship between the technologization of western culture
and the emergence of oppression of all kinds in western world. The famous ancicnt Buddhist legend
Ramavisaya is onc of thc many lcgends that forctold two thousand years ago about the self-destructing
destiny of technological civilization (Panikkar, 1984, p. 237-253). Might there be other cultural traditions
that can provide alicrative forms of peace lﬁinking‘?

It is clear 0 me that different civilizations sec peace differcntly. The peace concept in western

tradition is primarily considered as a political concept with references to a negative conception of human



nature and a mechanized image of world naturc. As a result of this, the peace concept is always conceived
within a political system of war or a social systcm of biological violence. In Oricntal socicty, there is
much variation in the practice of peace. The Chinese conception of peace, as I understand it, can warrant
the definition of peace as an absence or the conclusion of biological and instinctual violence.

Conceptually speaking, the Chinese peacc concept, Wai p'ing , scems Lo carry connolations of
social harmony, peacefulness, and adjustment lacking in the western peace concepl. With these
connotations, peace concepts in China are characterized as more introverted and inner-dirccted. Chinese
conception towards the universe is based on the transcendence of the immediate, the local, and the temporal
through the cultivation of the mind and a search for comprchension and meaning in an admittedly complex
reality. The search for inner harmony leads to a moderation and containment of scifish and cxpansionist
drives in the human personality. The classical dominance of the civil against the military cthos has given
Chinese society a basicalty pacifist outlook, although I cannot deny that the ultimate sanction is still force,
as in all societies. By contrast, western universalism is bascd on the cxpansion of a local civilization and
on dominance over the rest of the world. The difference in peace thinking between castern and western
cultures can best be illustrated in the historical struggle between western imperialism and Chincsc
Confucianism from 1840 to 1940, a period in which the West atcmpted and succeeded in conquering China
with technology and weaponry while China refused to follow the western road of modernization. It may be
fair to say that the Occident has too many external concepts and the Oricnt has too many internal concepts,
as Galtung has suggested (1985). There is an obvious need for a dialogue between the two civilizations. 1
have to emphasize that I do not imply that Chincse philosophy has a better concept or a better policy of
peace. Rather, it scems that the concept of peace is itself fragmented, and by paying attention to other
civilizational perspectives, a more holistic understanding of peace can be attained.

The inner-directed dimension of peace in Oricntal thinking offers inspiration to the impassc of
western cpistemology on the issucs of personal peace, human rights, social justice, and so on. In western
culture, many peace organizations and activists are cnthusiastically involved in delincating verbally or
fighting rcalistically for the various aspects of humaz richts. We witness the drafting, and enforcement o a

certain extent, of the United Nations Declarations on Human Rights. The declarations and the numcrous
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efforts on behalf of human rights, however, are of limited success because the discussion on human "rights”
is not complemented with corresponding understanding or undertaking of human "duties." As such, the
United Nations Declaration comces more as a discussion of metaphysics and not a system of ethics. Chincse
cpistemology, or better called Chinese »correlational logic,” emphasizes the complementarity between
human rights and human duties. The Confucian ideal of peace is a situation where cvery person existsin a
kind of concrete, special, functional relationship with every other person. The binding of people together
through an cthical system of human rights and human duties is a society capable of perpctual harmony as
well as renewal. Under the correlational system of ethics, every person understands and undertakes
responsibilitics before he or she asks for a respect of rights. It is not necessary for us to prioritize duties
over rights; yet, we should complement one with another both in conceptual cognition and practical lifc.
Similarly, an expanded theory of peace needs to take into consideration the complementarity or a symmetry
of related concepts which include violence, justice, and devclopment.

Gandhianism is another major tradition ~f peace thinking. The greatness of Gandhi does not lic in
his words but in his actions. His contribution is particularly important for developing countrics which arc
constantly fighting against different forms of oppression. I am intrigucd by Gandhi as a person wearing
scanty clothes and leading a very simple life. He becomes a symbolic entity, for me at least, in defying not
only the British political authoritics but also the authoritative political myths of westernism anu
capitalism. Sccond, Gandhi's success in fighting against colonialism scrves a psychological impetus {or
people or countrics who are still under colonial rule. Third, Gandhi's uncompromising critiques of urban-
industrialism and modem science is a very comprchensive understanding of the western "demon,” which
problematizes many cssential social constructs such as adulthood, masculinity, and normality. The
problematization of these social constructs by Gandhi has a built-in awarcness of the nature of man-madc
suffering of our times.

The most important insights of Gandhism are, of course, his notions of peace and violence and
how he puts his thinking into daily practice. Galtung (1985) once admitted that his notion of structural
violence was initially inspired from Gandhi's project, although Gandhi himsclf did rot usc the term. The

political endcavours and philosophical works of Gandhi cnrich the structural dimension of the pcace concept
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as well as concretize many possible forms of peace action. For Gandhi, non-violence is not simply a
political actic for liberating India from foreign rule. It also refers to a form of spiritual inncr unity, which
is the means to personal freedom of which national autonomy and liberty would only be conscquences.
Inner peace of mind, according to Gandhi, is not a private thing. Rather, the achicvement of inner peace of
mind depends upon external peaceful conditions. This insight refutes the western presumption of regarding
peace as a form of pacifism.

For Gandhi, non-violence (ahimsa) is the basic law of being and the most clfective principle lor
social action because it is in deep accord with the truth of human naturc and corresponds to the innate desire
for peace, justice, order, frcedom, and personal dignity.  Non-violent mcthods arc superior 0
Machiavellism both morally and stratcgically. Violence (himsa), on the contrary, dcgrades and corrupts
human beings. To meet force with force and hawred with hatred incrcases humanity's progressive
degeneration. Non-violence, as the point of departure for Gandhi's satyegraha, putting ahimsa to work as
direct action, can heal and restore human naturc and give humanity a means 1o restore social order and
justice. It is not a policy for the seizure of power but a way of transforming relationships to bring about a
peaceful transfer of power. The transformation of power, through non-violent method, is cffected frecly and
without compulsion by all concerned. At the same time, the process of non-violent action calls for a moral
conscience to understand cognitively and experience physically the virtue of peace. Gandhian humanism and
his civil disobedience movement cnabled the participants and non-participants to bear witness to the truth
they believe. The peace movement of Gandhi, as Cox (1989) tends to say, is a process of bearing witness
to human suffering and cultivating a fuller meaning of peace. Gandhian humanism not only makes me
aware of the globalization tendency of species problem. It also makes us recognizc that the West and its
relationship with the non-West has become deeply intertwined with the problem of cvil in our times. In
sum, Gandhi's awarcness on the multifaccied dimensions of peace, if incorporated properly, can become a

very useful and operational definition of peace for the last decade of the twenticth century.
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From understanding to awakening :

A heuristic understanding of peace education

Tracing the historical development of the peace concept in western culture exposes the numerous
human contradictions in the question of peace. Although the peace concept may be suggestive to our
knowing of how the question of peace has becn confronted historically, a heuristic understanding of peacc
cducation needs to be contextualized within the history of peace movement, especially the peace research
movement.

The term "peace movement” is very difficult to define. In the broadest sense, any movement that
is in onc way or another related with the concept of peace can be incorporated as a part of the pcace
movement. Social movements such as the disarmament movement, the women's movement, the ccological
movement, the democracy movement, the human rights movement, development concerns, peace rescarch,
and peacce education can be regarded as key branches under the umbrella of the peace movement. To this
list, one can add endless campaﬁgns against any form of domination or oppression. Anthropologically
speaking, we can also date the peacc movement to the beginning of human history because the struggle for
peace and campaigns against oppression have been in existence throughout the history of human
civilization. Here, I intend to discuss the history of peace research movement of the twentieth century
because peace research has served as an important impetus in informing the focus, concept, level, and
mecthodology of peace cducation.

Galtung (1975a) has characterized the history of peace research of the twentieth century in three
phascs: ciassical tradition (1900-1960), carly phase ( 1960-1980), and present phase (1980 to present). For
about a century, the peace rescarch movement has undergone significant changes and yiclded important

results in terms of the concepts of peace, the levels of study, the disciplines involved, and the

methodologics employed (Figure 2).



Figure 2 : The Three Phases of Peace Research

First Phase Second Phase Third Phase
(Year) 1900-1960 1960-1980 1980 - present
(Concept of peace) Negative Positive Positive
(Level of study) National International Trans-national
(Discipline involved) Interdisciplinary Interdisciplinary Holistic/global
(Methodology) Empirical theory Critical theory Constructivism
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Galwng considers the origin of peace rescarch as arising out of the developments in the discipline
of international politics just before World War 1. During the inter-war period, several new branches of
research focusing on the peace and war issues cmerged from international politics. Some examples were
war studies, strategic studies, conflict studies, and peace studics. From late 1940s to carly 1950s, pecace
research focused primarily on Cold War and inter-state violence, and peace rescarchers spent their cfforts in
formulating government policies for American and European Contexts. After 196(), rescarchers began to
broaden their research focus by investigating the problems of peace and conflict rather than on finding
solutions or formulating policics. Rescarch focus gradually incorporated the various aspects of violence
such as terrorism, social unrests, and economic maldevelopment. The negative concept ol peace prevailed
until Galtung advanced his notion of positive peace in late 1960s. Rescarch organizations of this phasce
started through private organizations and were not affiliated with government agencics or universilics.
Research institutes in the ficld identified themselves more as "international relation” institutes than as peace
rescarch institutes. By thcir token names, rescarch institutes of this kind were, comparatively speaking,
more neutral in terms of rescarch focus and rescarch purposes. The first peace rescarch institute, the
Internationai Peace Rescarch Institute, was cstablished in Oslo in 1959. The scuing up of this institute
warranted much skepticism and conscrvatism. Objections were raised about the "unrcalistic” namc of the
institute. The cstablish of the Centre for Rescarch on Conflict Resolution at the University of Michigan in

the same ycar was a compromise between the skepticism oward peace and the rcalism of conflict,
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During the sccond phase, rescarchers’ attentions shifted from direct to indirect violence. Indircct
violence included the ways in which people may equally suffer from the violence built into a society, via its
social, political, and economic systems. Such structural violence may also lead to death and disfigurement
whether as a result of starvation, discrimination against minority groups, or the denial of human rights.
Instead of just being the absence of war, it was felt that peace should also involve co-operation and non-
violent social change, aimed at creating more equitable and just structures in a society (positive peace).
Peace rescarch of the second phase has gradually evolved as an applied science.

The three phases are characterized by different purposes of research. In the first phase, the value of
the research is peace. For the sccond phase, the guiding value is justice. For the third phase, the
dominating principle is freedom. This changing concern from peace 10 justice to freedom does not imply an
abandonment of the peace valuc but suggests that peace in an enduring sense might be impossible to
achieve without establishing justice and enhancing freedom. The shift from peace to justic to freedom has
been accompanied by a shift in focus from national conflicts to international conflicts and then to civil
conflicts. The different kinds of conflicts are now so much a part and parcel of cach other that we arc not
1o likeiy to eliminate or reducc any one without simultancously doing something about the other.

The methodology in studying peace changes according to the different stages. It changes from
cmpiricism in the first stage to criticism in the second stage and (o constructivism in the third stage.
Empirical rescarch focuses on data about the past; critical rescarch focuses on data about the present; and
constructionist rescarch focuses on research about the future. The objective of studying peace shifts
correspondingly from knowledge transmission, to attitude commitment, and then to skill cultivation.

In spite of the tremendous success in peace research, the advancing of the peace concept has 1o be
donc through education and action. There is always the need for peace rescarchers to inform peace education
and peace practice while at the same time getting important feedback from the rcal world of cducation and
action. In what ways has the peace rescarch movement informed peace education historically? As a

conscquence, what arc the effects of education in the achievement of peace?
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Defining the term "peace education”

The juxtaposition of the words "peacc” and "education” crcaics more confusion and
misunderstanding than most people would expect. While the term "peace cducation” is very popular in
North America and European countries, the term can have very different connotations in different countrics.
In Continental Europe, peace cducation can mean or include terms such as cducation for international
understanding, world studies, development education, multicultral cducation, and disarmament education
(Hicks, 1988, p. 3).

Another difficulty with peace education, other than its definition, is the ascertaining of the starting
date and developmental stage of peace cducation because it begs the question of what we mean by “peace
education.” If we define it by education against inter-racial or inter-cultural war, it can be dated back to the
Roman period; if we define peace education as broadly as "good pedagogy,” it was systematically promoted
during the Enlightenment; if we define it as narrowly as education for civil defence, peace education came
about right before World War I1; and if we define it as cducation for global responsibility, peace education is
instituted only recently.

Throughout human history there has becn an interest in, and a striving for, pcace. During the
Renaissance period, Erasmus urged a programme of studies for the explicit purpose of promoting universal
peace. In mid-seventcenth century, Comencius proposed a number of peacc-oricnted changes such as
universal school, universal books, and universal teachers. In the cightcenth century, Enlightcnment
thinkers and philosophers expanded upon the legacy of universal education for the purposc of advancing
morality. In the nincteenth century, Pestalozzi articulated an cducational theory aiming at lifting human
beings from the selfish natural state, to the social state, and finally to the moral state. The Comenian
idcas, the Enlightenment spirit, and Pestalozzian pedagogy were kept alive in carly twenticth century during
the progressive education movement. Through the cfforts of Montessori and Dewcy, education aimed at
promoting goodwill among nations and between peoplc was emphasized. The hope and idealism of
Montessorian and Deweyian methods influcnced many cducational policy makers of the inter-war period.

After World War I1, peace education began to ally with the science of peace rescarch and with the

disarmament movement. With the cstablishment of the United Nations and its cducational organization,
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UNESCO, great cducational cfforts were put in promoting international understanding, international
sccurity, and physical survival of the planet. The broadening of the focus of peace education came gradually

with the new renaissance movement of 1960s in view of the rapid changes in global situation. Lawson said

(1989):

Peace education movement regained its strength in the turbulence of the sixtics,
particularly the legacy of the Vietnam War, a resurgent feminist movement, a growing
alarm at the escalation of the Arms Race and the increasing gap between the living
standards of developed and developing countries, as well as the threat of ecological

catastrophe that brought peace, social justice, and environment issues into the limelight

again... The coming together of the social turbulence of the sixties and seventics,

followed by the revised peace movement of the eighties, together with the rapid cxpansion

of peace research and peace studies over the last twenty years have all contributed to what

is often referred to as "the new peace education of the 1980's (p. 11-12).

The changing and broadening meanings of peace education nced to be conceived in relation to the
shortcomings of actual politics and cultural problems. Whilst the current intcrest in peace education has
undoubtedly been precipitated by growing fears of nuclear war, the field is both much broader and older than
nuclearism. It is based on a hundred years of peacc movement and a century of academic peacc rescarch.
The rich and varied historical antecedents backing up the current peace education movement indicatc that
peace cducation is a new area of study. There arc numerous possibilitics for the peace education of today to
incorporatc as well as to transcend the peace cducation of the past.

In view of the comprchensiveness of what peace education has meant in the past and can mcan in
the future, Reardon (1988a) argues that peace education can be divided into three phases . They arc the
reform phasc during the inter-war period (1940-1960), the reconstructive phasc from 1960 1o 1980, and the
trapsformational phase from 1980 to present. The three phascs differ in terms of assumptions about the
causes of war, pedagogical approaches to peace, and curricular focus of study. Each phase cmbraces a
different political goal, and pursucs a somewhat different sct of pedagogical objectives. The characteristics
of the three phases arc summed up by Reardon as follows (1988):

The goal of the reform approach is to prevent war. It focuses on the prevention of war
and the control of arms races. The changes sought toward that cnd, including thosc
required for intermediate objectives, arc all changes in behaviours: of people - particularly
people as citizens - and of nations. The central thesis is that if people and nations
behaved differently, gave morce consideration to nonviolent ziternatives, war could be
prevented.
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The reconstructive approach reaches beyond these benavioural objectives, sceking to

reconstruct international systems, to abolish war, and to achieve total disarmament. Its

objective, therefore, is primarily structural and institutional, rather than behavioural,

change. Reconstructive teaching centers on ways of changing institutions and explores

the notion of establishing global institutions to resolve conflicts and keep the peace.

The transformational approach secks a larger, more comprehensive goal: the rejection of

all violence, not just arms races and war. The goal of the transformational approach is 10

make violence unacceptable, not only in interactions among individuals but also in

interactions among nations, and to make violent consequences unacceptable in forcign-

policy planning. The changes sought are behavioral and institutional but also and

primarily, changes in thinking and in the formation of values. It is the transformational

approach that, in my view, holds the most promise for the future of peace education (p.

xi).

Reardon's categorization of the three phases is one of the best efforts in systematizing the ficld of
peace education. The characterization of the three phases somehow tics in with the developmental
relationship with peace rescarch and the peace movement, Also, the linking of the devclopmental
relationship can contextualize the strength and weakness of peace cducation. Based on Recardon's
schematization, I have attempted to construct a diagram on peace education by linking the major themes of
peace research, peace movement, and peace education of each phase (Figurc 3). The division of the three
phases of peace education single out particular concerns during a particular period of time. Also, some
terms may overlap with one another in terms of topical issues for teaching. Peace education seems (o be a

more comprehensive term subsuming many of the concerns of the difl ferent branches.

Education for negative peace 1940 - 1960

Generally speaking, peace cducation in this phase sprang out from the peace rescarch movement
and thus can be called "peace research education” or "imparting of pcace rescarch knowlcdge" (Sloan, 1982).
In this phase, peace research was at its initial stage and focuscd on ncgative peace; that is, it focused on
reducing the likelihood of war. It emphasized the problems posed by arms races, specific cases of
international conflict and political violence. Peace education followed the same dircction and was primarily
confined to dealing with war issucs.

Conflict resolution cdycation. Among the many aspects of peace rescarch cducation, the studics of
war and conflict resolution stood out as the most recognizable component. The paramount concem for war

and political conflict reflected the aftermath of World War 11 and the fear of nuclcar genocide. Conflict
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Figure 3 : The Development of Three Phases of Peace Education
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studies, at this stage, presumed that the existing status quo was satisfactory and the management of conllict
was the way to improve society. Conflict studies, which constituted the prime rescarch arca in most peace
research institutes, became a popular discipline in universities. It reached its heyday when the Centre for
Research on Conflict Resolution was established in the University of Michigan at Ann Arbor in 1959.
Courses in political negotiation, skill development, and disputc settlement have been popular since then.
The focus on structural and political conflict resolution was shifted to the personal and dircct dimension
when conflict resolution education was brought into grade school levels in carly 1960s. A major weakness
of conflict resolution education, as I see it, is its omission of the history of non-viclent conflict resolution,
which should be as important and prevalent as the study of social violence.

Disarmament education. As a mass mobilized movement, the disarmament movement is said 0
have begun in Europe and the United States in the early nincteenth century -a century ol wars. In 1814, the
first attempt to maintain an international balance of power took place in Europe when the Congress of
Vienna was called. In 1843, the first international peace congress was held in London; and, in 1897, the
Nobel Peace Prize was instituted. Since then, the number of groups and organizations working for
disarmament and peace has flourished remarkably. At the wrn of the twenticth century, a strand of
optimism and enthusiasm for achieving world peace flowed through most of the peace activitics. Osborne
(1985) characterizes this gencral mood of optimism with the people's belief in scientific and technical
progress which "they thought had made war unnccessary; the belicef that knowledge and skills were now
available for the management and cven the elimination of conflict; the argument that science, technology,
and international trade had made the countrics of the industrial world so inter-connccied that war among
them was unthinkable and irrational "(p. 34). Pcace cducation, during this period, adhered 0 this linc of
thought.

Between the two world wars, however, the peace movement received a terrible shock when it was
found out that people's attachment to the nation proved much stronger than adherence 0 intemationalist and
pacifist principles. [t was evident that the forces of subnational pcace thinking were sill prevalent cven
though cffort towards international peace thinking had been gaining wcight. After the first nuclear bombs

were dropped in Hiroshima and Nagasaki in 1945, the optimism was croded and the concept of "realpolitik™
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revived in citizen's mind. Peace activists and the general public started to relate nuclear war as an imminent
threat and nuclearization as an encompassing phenomenon. Relating nuclear war with politic-socio-
cconomic issucs gave risc 1o new recognitions about the quality of life. The recognition, in turn, sparked
the outbursts of several important social movements such as the environment movement, development
movement, and democracy movement.

Disarmament cducation has always becn a predominant component of peace cducation. The
persistence of the nuclear threat legitimates the importance of nuclear cducation in school system. On the
other hand, the prevailing dominance given to nuclear war cducation had been criticized as an important
conceptual obstaclc for the healthy expansion of peace education because this unweighted pre-occupation
with nuclear disarmament obscured the importance of other dimensions of peace. For morc than forty ycars,
disarmament education has produccd a voluminous popular literature on nuclear war as well a number of
major films and tclevision programmcs, including dramas, documentaries, and pancl discussions by experts
(Reardon, 1988, p. 18). Curricula like Choices (1981) by National Education Association, and Day of
Dialogue (1983) and Perspectives (1983) by Educators for Social Responsibility are popular curriculum
guides throughout North America. In these curricula, knowladge, skills, and attitudes are all integrated as a
holistic approach.

Very recently, many of the educational principles and assumptions about nuclear disarmament
gradually extended to the similar but broader ficld of nucicar education. The study of disarmament, during
the inter-war period, usually left institutional arrangements about war and violence untouched and considered
wars or international violence as single political incidents. This fallacy has held back the development of
peace education in political and pedagogical senses. Reardon (1988a) says:

In the minds of some peacc cducators. this failure to focus on war as an institution or on
the "war system" helps to perpetuate the notion that war itsclf is too great a problem o
tackle. Thus peace is treated as the absence, avoidance, cnding, or limitation of particular
wars or between particular partics. In this concentration on negative peace, there is little
evidence of any abolitionist clement in current peace cducation practice. Although many
in the pcace movement have embraced the abolition of war as their goal, the notion that
even negative peace could mean the end of war as an accepted human institution is ncither
popular among cducators nor familiar to students and the public. This situation, I
believe, is in some measure duc to the lack of visions, images, and holistic modcls of
peace (1988, p. 14).
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The four and a half decades of disarmament cducation produced certain shifts in human reasoning,
The earlier phasc tends to focus on information transmission. In the latter phase, cmphasis has been shifted
to empowerment and cultivating citizen action.  As the Cold War secms 1o have come to an end, the
immanent threat of nuclear is no longer strongly felt. This incident may challenge the predominant
position of nuclear war and peace education may need 10 seck other strong arguments for its legitimate
place in the school curriculum. On the other hand, however, the losing of dominant position in nuclcar
education may enable other dimensions of peace cducation to regain their proper importance. The crisis in
the legitimacy of nuclear education can become opportunity for healthy expansion of peace cducation if
cducators can take the challenge properly.

Peace Studies. At the university level, peace studics began to cmerge as a degree programme in
Bradford, England, in 1958. Essentially, the degree programme was gearced towards study about peace
issucs, which was a very narrow definition of peace education. The university programme included an inter-
disciplinary package of courses on the psychology, history, cconomics, literature, and sociology of peace
and war. Emphases were skewed towards a political scientist's perspective.

The intriguing issue was that even with this narrow dcfinition, the structured study about peace did
not come about until late 1950s. In accounting for the reasvas of the conscrvatism, O'Conncll (1985)
says:

Firstly, the social scicnces themselves - amongst which peace studies is best classed - are

late-comers: political science was no better developed by 1900 than when Aristotle left it

over 2,000 years before; sociology - and in some measurc cconomics - has only slowly

built up its house and more slowly again put it in some order. Sccondly, political

science dealt in good measure with the basic issues of peace, not least the order irtcrnal to

the state as well as the order between states, the latter order specifically being studicd by

the new discipline of international relations which emerged at the end of the First World

War; and though its approach to peacc was narrow and underdeveloped, political science

appeared 10 make a separate study of peace unnccessary. Thirdly, ruling groups have

traditionally been concemed to promote sccurity, and often dominance, Lthrough military
capacity. Such auitudes made the study of peace as well as the advocacy of peace look
marginal: pcace was something o be pursucd by those outside the main institutions of

society and by thosc who held different values from the ruling groups; and oftcn those

who argue the cause of peace held themselves apart from such institutions and proclaimed

values that looked impractical to those with the charge of socictics (pp. 1-2).

Although the peace studies programme was very limited in the first phasc, it fourished at a

remarkable rate during the second and third phascs in Europe and Amcrica. Similar programmes of studics



45

at university level were instituted in some big universitics in America, England, and other Europcan
countries.

In summary, education for negative peace of the first phase emphasizes the transmission of peace
rescarch knowledge. It employs an instructive mode in teaching which assumes that, by providing basic
and necessary information, students could engage themselves in critical reflection about peace and war
issues. The negativity of the peace concept encourages a classroom atmosphere made up of low morale and

pessimism. Also, the negative peace concept poses particular problems for curriculum planning and

implementation.

Education for positive peace 1960 - 1980

During 1960s to 1980's, the peace movement, peace research, and peace cducation blossomed.
National and international peace institutes were established. Some important cxamples include the Centre
for Rescarch on Conflict Resolution at the University of Michigan established in 1959, the International
Peace Research Institute at the University of Oslo established in 1959, the Polemological Institute at the
University of Groningen cstablished in 1961, the International Peace Rescarch Association in London
cstablished in 1964, the Stockholm International Peace Rescarch Institute established in 1966, and the
Canadian Peace Rescarch Institute established in Oakville, Ontario in 1961.

The most outstanding difference between this period and the carlier stage of peacc rescarch was the
shift from the negative peace concept to a positive one. With Galtung's research in Oslo, positive peace
became an operational concept entailing four other dimensions in addition to the absence of violence: social
justice, cconomic welfare, ccological balance, and democratic participation. In this period, peace cducation
was broadened in terms of content of study and the educational mode.

Education for international understanding. International and national organizations for pcace
cducation flourished at a remarkable rate. In 1972, a group of educators belonging to the Intcrnational Pcace
Rescarch Association (IPRA) formed an active transnational nctwork called the Pcace Education
Commission. The Peace Education Commission, consisting of members from all regions of the world,

began its work at a crucial time in the history of peace research. The Peace Education Commission
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incorporated additional concepts related with peace into their focus of study. The additional topics included
were underdevelopment, poverty, militarism, and repression. These new topics in turn produced new
approaches and concepts. As a consequence of these conceptual developments, three new approaches -
education for international understanding, world order studies, and devclopment cducation - were intcgrated
into peace education.

In the field of education for internatic 1l understanding, significant cducational efforts were put in
the investigation of curricula and textbooks on bias and prejudices. The Universal Pcace Congress, revived
in 1921, urged the abandonment of the traditional dogma of national sovereignly. As onc means to this
end, they appealed again and again for a universal revision of history textbooks to "untcach” the doctrine of
state omnipotence. Under the auspices of UNESCO and the Georg Eckert Institute for Intcrnational
Textbook Rescarch, many national and bilateral textbooks projects have been conducted with the aim of
climinating misunderstanding among countries. Although the results have proved fruitful in terms of
detecting bias, eiiminating prejudices, and revising stercotyical images, it is still not clear to what extent
textbook revision has been successful in promoting mutual respect among nations.

Multicyltural education. Multiculturalism cmerged during the civil rights movement of 1960)'s.
The outcry for social cquality among different races in North America sparked the cducational concerns of
teaching, assimilating, and integrating the culwrally different into the dominant mainstream. School
reforms reflected that the main theme of multicultural education was for minority students to develop
competence in the public culturc of the dominant group which built on their bome culture.  Bilingual
cducation was one of the numerous cxamples of a multicultural definition of cducation. It promoted
cultural pluralism with its prime focus on helping students of different backgrounds to get along betier with
the dominant group. The idcological framework was on the management of problems encountered by ihe
minority students.

In spitc of the diffcrent rationales, foci of study, and pedagogical approaches, the three conceptions
of multicultural cducation (assimilationist, intcgrationist, and cultural pluralist) were premiscd on the needs
and values of the dominant group - "white” and middle class” professionals. Whichever of these three

conceptions was in ascendancy, the power relation between the majority and minority remained
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unchallenged. In addition, the three approaches had tended to de-racialize human diversity. More often than
not, minority language and culturc programmes werc wreated in isolation from the issues of racc and
cthnicity. Social class was excluded from discussion of the characteristics of ethnic groups. Educational
programmes intended to promotc inter-cultural understanding were diffused through a range of "racially
implicit categories such as language provision, educational disadvantage, cultural deprivation and cultural
adjustment.

Since the carly 1980's, there has becn an educational movement in Great Britain to push
multicultural cducation onc step further and shift its focus on anti-racist education. Anti-racist education
calls for institutional permancncy, meaning the institutionalization of sclectcd minority-ethnic activitics not
just as part of the minority-cthnic community, but as an intcgrated part of the mainstream socicty itsclf.
Instead of managing the lcaming and behavioural problems of the ethnic students, anti-racist cducation
would initiate a racialization discourse to mitigatc problems which minority students expericnce in a racist
socicty. The racialization process represents an awarencss of the white dominated institutions rather than
cthnic-minority cultures and lifestyles.

Anti-racist education cntails a different concept of educational change than multicultural cducation.
In multicultural education, racism is understood primarily as the product of ignorance, and perpetuated by
negative attitudes and individual prejudice. Anti-racist education, while accepting the persistence of
stercotypes and prejudices, demands that a thorough analysis of their origins must derive from an
interrogation of the social and political stercotypcs. In specific terms, this calls for the development of
general theorics of oppression and incquality within which the specificity of racism is not obscurcd. That
calls for collective action and conceives strategics for change in explicitly political terms.

Anti-racist cducation demands a morc broadly bascd approach, the rcjection of prepackaged
"rcaching about race relations” matcrials and the generation of key concepts around which tcaching scssions
might be bascd such as incqualitics students themselves experience and share with cthnic groups, as
females, young people, or members of the working class. It is an approach which identifics cmpathy with,

rather than sympathy for, the oppression of cthnic people as a goal, for cxample (Troyna, 1989).
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World order studies. The Consortium on Peace Research Education and Development (COPRED),
established as an affiliate of IPRA in 1970, began to scrve as a networking mechanism for school tcachers
and other interested individuals in peace education. The Consortium held onc of the carlicst and most
successful conferences on peace cducation in 1974 at the University of Kecle, England, in conjunction with
the World Council for Curriculum and Instruction. An American Chapter of the Consortium was founded in
the same year. Together with the Peace Education Network (PEN), which was formed in carly 1970s, the
two organizations scrve as a mechanism through which clementary and sccondary school peace cducators in
the United States can share and enrich their respective cfforts, work toward defining and systematizing the
young field, and encourage its introduction into the schools.

In 1963, The Institutc for World Order was cstablished, which marked a turning point in
international education. The Institute conducted research work on international relations and focused its
cducational task on "world order education.” The Institute began its work in the ficld of sccondary education
in 1963 with the initiation of a high school programme. The characteristics and content of the programinc,

according to Betty Reardon, then director of the programme, arc as follows :

The assumptions that gave risc to that programme wer, first, that the civic cducation
offered in secondary schools was the most promising arcna for the introduction of the
serious study of peace issues to the broadest possible sector of the American public, and,
second, that the major causc of war was the lack of adequate intcrnational peacekeeping
and dispute-settiement procedures. The educational task was to introduce to the American
public alternatives to war, in the form of possibilitics for new international institutions.
The initial efforts, thercfore, focused on materials development and on preparing teachers
to offer instruction about peacckeeping and dispute settlement. The approach developed
over the first five years of the programme was bascd on the asscrtion that study of the
issucs must take place within a context that was global, interdisciplinary, bascd on a
systems approach to the study of peacckeeping and disputc-sculement procedurcs,
futuristic, and value-based (Reardon, 1988a, p. 1).

In addition to its sccondary school programmcs, the Institute has been influcntial in tertiary
cducation by introducing such "world order approaches” into the university curriculum as the Transnational
Academic Program and World Order Models Project (WOMP).  The director of the two projects, Burns
Weston, has made a clear distinction between the difference of traditional approaches and the "world order

approach” in the study of intcrnational affairs (Figurc 4).
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Figure 4 : Approaches to the Study of International Affairs

Traditional Approaches World Order Approach
1. Analysis is presumed value frec 1. Analysis is value-oricnted
2. Ultimate goal is description 2. Ultimate goal is prescription
3. Time dimension is past 3. Time dimension is past, present,
and present and especially future
4. Problems seen as scparate issues 4, Problems seen as interrclated
issues
5. Focus on nation-states and 5. Focus on a range of factors, from
governmental clitcs individuals to sworanational institutions
6. Policy goals defined in tcrms 6. Policy goals defincd in terms of
of national intcrests global interests
7. Power scen as basically military 7. Power secn as not only the ability
and cconomic manipulation to coerce
8. Large-scale violence considered 8. Large-scale violence ordinarily
acceptable to implement policy considered unacceptable
9. Human survival assumed 9. Human survival deemed
problematical

Source: Kim, S. (1984). In search of a world order theory. The quest for a just world order.
Boulder, Colorado: Westvicw Press.

World order cducation in America became the characteristic of the mainstrcam "international
cducation” of the 1960s and 1970s and the forcrunner of "global ceducation” of the 1980's. Since the 1974
UNESCO recommendation on cducation for intcrnational understanding, international education or global
cducation has begun to gain priority over other concems. The world order education approach of America
has served as some kind of models for international education or global cducation in many Europcan
countrics. The popularity of world order education in post-secondary level has been compiled by the World
Policy Institute and specific course topics and content arc referenced in Peace and World Order Curriculum
Guide (Wcin, 1984).

Development cducation. The origin of development education is related to the cducational

cendeavours of Paulo Freirc and his project of adult litcracy work in Latin Amcrica. His approach of



teaching social literacy has been translated into a gencral approach to cducation in a varicty of scttings
throughout the world. Together with various international organizations, development cducation has come
to mean the study of education in developing countiies or cducation in the First World about the Third
World. In spreading the basic concepts and encouraging local initiatives, leamners further the critical
discussion of the concepts and communicate the results of expericnce in the ficld.

Central to development education is the concept of conscicntization, which is based on an
affirmation of the person as an aware being whose ability to participate in history and culturce is limited by
oppressive structures. The coming to awareness of those structures, in a process in which the person is an
active subject, capable of reflecting on expericnce together with others and acting to implement insights
gained so that theory can be translated into practice, forms the basis of the educational process. The specilic
content cmerges from the situation of the lecarners and starts with reality as they know and experience it,
together with reflection about the implications of that reality.

In addition to defining development education as a process of conscientization of people, in
society, for social change, some elements of the critique of the present interrelationships between human
development and social development are scen as major ways of educating about vital world issucs. Thus

development education converges with many of the central concems of developmental and peace issucs with

human growth.

Education for global responsibility 1980 to 1990

In this period, sophisticated modcls of peace education have been developed and adopted into grade
schools. In Britain, America, and Canada, the Galtung and Hicks modcls of a peace education that cmbraces
the five dimensions of non-violence, social justice, cconomic well-being, ecological balance, and demaocratic
participation are adopted as the theoretical framework for peace curriculum. In Asian countrics, the Toh and
Cawagas model that embraces the six dimensions of militarization, structural violence, human rights,
environmental care, cultural solidarity, and personal peace is developed to meet the special concerns of
developing socictics. In Latin America, the Freirian model of peace education is used with its particular

focus on development and conscientization.
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For the third phase, peace education differs from the first two periods in its scope of studics,
curriculum organization, and pedagogical approaches. In this third phase, the emphasis is more on an
cducative mode than an instructive mode. An cducative mode refers to the process of drawing out or
cliciting lcarning with the pedagogical focus of building a comprehensive approach toward transformation.
Reardon thinks this educative mode will become the pedagogical focus of peace education in order to build a
comprehensive approach directed toward transformation. It would be more appropriate to term the phase
“education for peace” because it is somehow aiming at changing attitudes to peace, at preparing people for
peace cducators, and in having the general effect of increasing the likelihood of peace in some sysiem.

Peace education in this phase is sometimes broadly referred as "global ecducation” in some
countrics. In England, global education is gaining permanence and success especially with projects such as
World Studics 8-13 Project, which has largely been incorporated into much of the national sccondary school
curricula in England. In the Netherlands and Belgium, successful schools on education for global awarcness
have also become worldwide models.

The University for Peace. At the tertiary level, an illustrative achievement for global cducation is
the establishment of the University for Peace in Costa Rica in 1980, under the surveillance of the United
Nations. The substantive arcas of study include three sections; quality of life dealing with social,
cconomic, and cultural topics and issucs, planctary civic order dealing with the political, administrative, and
organizational aspects of the international order, and the global problematique dealing with the major
impediments to world peace. The values and purposc of the University arc reflected in these three
components of the curriculum: "to offer an education that can contribute to the achievement of a just and
peaccful planetary social order and to an improved quality of lifc for all members of the human family”
(Reardon, 1988a, p. 43).

Environment cdycation. In the midst of alarming deterioration of the environment, there is an
concurrent outcry for concern and optimism in the cnvironmental movement. Placing cnvironmental
probicms on the top of the agenda is often noted by politicians sccking voter support. In looking back the

history of the environmental movement, onc cannot forget the endeavours of the Green movement of



Europe, which cmphasizes the quality of life, harmony with nature, sclf rcliance, appropriate technology,
diversity, and non violence.

The ficld of cducation becomes onc of the best avenues in secking to bring this about via mass
conversion to new values, life-styles, and an emerging "green paradigm.” The growing environmental
conscience has led to the creation of a media market for environmental protection in all educational arcas.
Under the auspices of the Green movement and conducted jointly with UNESCO, scveral important
conferences on education, development, and environment were held in Europe. West Germany emerged as a
lcading country in the implementation of environmental education. Since 1980, cnvironmental education
has been mandated as a compulsory part of the timetable of West German schools. Environmental protecied
curricula have been first entrenched in the natural sciences and then gradually into non-natural scicnce
subjects. Despite the stage of development, it is clear that all subjects arc already making or will make
their contributions to environmental education. In some cases, acsthetic aspects of cavironment are also
being dealt with through "school garden” projects which provides conventional biological methods as well
as first experiences with ecological relationships.

The movement of environmental cducation is now becoming more and more widespread in North
America. In Rhode Island, the Centre for Environmental Studics of Brown University offers an
undergraduate programme training environmental policy makers and planncrs through multi-disciplinary
courses. The quarterly journal Environmental Education and Information, published by the Environmental
Institute of Great Britain, provides a multi-disciplinary forum for those involved directly or indircctly in
environmental education and for those who have, or wish to add, some cnvironmental clements o their
work. [t sceks to promote cnvironmental awareness and cducation through publishing rescarch,
information, expericnce and knowledge.

One aspect still waits for further rescarch in cnvironmental education: to continuc the work toward
defining what ethical views exist and begin to identify their conscquences. As we participate in this
process, it is both naive and impractical to assume that the cnvironmental community will be able w agree

on or discuss the issucs with some common ground.
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A history of peace education in Canada
Canada has a long history of peace cducation, although its curriculum devclopment and popular

acceptance at school levels appear only recently. During the inter-war period, education for international

understanding began to emerge with the founding of the League of Nations. As World War II was drawing

closer and closer, teach™ -+.._ areas of disarmament and conflict resolution flourished and continuc

to flourish cven now. .\:. s, ith the rapid development in the academics of peace rescarch and
the globalizing tead: 'y . . ,vements, broader concepts of peace education began to develop and
found their ways into the schuol curriculum. A survay of peace education in Canada by Brouwer (1987)
indicates that peace education in Canadian classroom include at least ten componcnts:

1. global understanding

2. current global issucs

3. human rights and social justicc

4. world hunger and development

5. peaccmaking and nonviolence

6. multiculturalism

7. ecological balance

8. international law and organization

9. rcligious perspectives

10. on war and pcace

These ten components of peace cducation penctrate into all provincial curricula, spiralling out frcm
the study of the personal to the family, and from local neighbourhood to global community. Although
most componcnts fall within the domain of the social studics curricula, there is a tendency of infusing the
componchts into all differcnt subjects such as language arts, scicnce programmcs, physical cducation, drama

courses, and religious studics. There is a multiplicity of curriculum units on pcace cducation deviscd by



provincial ministries of cducation, school boards, teacher federations, and other volunteer organizations.
Among the twenty nine annotated sample curriculum units identificd by Brouwer's survey of peace
cducation across Canada in 1987, about one-third of them are on disarmament cducation. Others fall into
the categories of human rights, environment, conflict resolution, and global problems.

In Alberta, provisions in social studies and other subjects have been made regarding the issucs of
multiculturalism, intcrnational understanding, nuclear issues, conflict resolution, and global cooperation.
An infusion method has become more and more popular in various grade schools. The Global Education
Projeci of the Alberta Teachers' Association has been sct up to facilitate the teaching and learning of global
responsibility in clementary and secondary schools. Inter-cultural studics is now a minor oplion in the
bachelor of education programmes at the University of Aiberta. The International Instiwte for Peace
Education conferences held at the University of Alberta from 1984 10 1988 have served as an imponant
impetus in implementing peace cducation within the province and across Canada. The themes of the
conferences differed cach year and the tendency toward intemationalization and globalization of world issucs
was cvident.

At the University of British Columbia, a multi-disciplinary group called "Rescarch and
Development in Global Studics” has been sct up to undertake rescarch and disscminate information and
resources on global issucs such as development, ccology, human rights, and peace. The group has
compiled a kit of Resources for Teacher Educators , which is scnt to schools and instituwcs focusing on
global education.

In September 1990, The Ontario Institute for the Study of Education started a new programme in
global studies at the masters and doctoral levels. The programme is called “Global Transformation” and
integrates ccology, peace studies, social justice, feminist studies, development studics, religion and world,
and future studies. It is hoped that through the inter-disciplinary studics of adult education, cnvisonmental
studics, applicd psychology, history, philosophy, and religion, a radical re-oricntation of idcas and actions
for responsible citizenship can be formulated and to bring about a fundamental ‘ransformation of the present

industrial social order and planctary situation.
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Reflection: Re-visiting human passions of peace and hope

For almost five decades, peacc movements, pcace research, and peace education have each become
an important impetus in challenging the political and cultural problems of contemporary socictics. At the
same time, critiques and controversies towards peace movements, peace research, and in particular towards
peace education have never been ceased. Strong objections and bitter criticism have been raiscd regarding
the inherent inadequacies of peace education, the confusion of the peace concept, and the feasibility of
attaining peace through classroom teaching. The fundamentalist perspective, represented best by Cox and
Scruton (1984) from England and Jacobs (1984) from Australia, contends that peace education is a form of
political propaganda and educational indoctrination. Cox and Scruton calls "peace studies” an "attitudinal
cducation” with a hidden agenda and a presupposcd conclusion. They discredit the content of peace studies
because the issue of peace has too much immediate relevance on students' experience which is a violation of
the principle of "objectivity.” They disapprove of the approach of peace education because, based on their
observation at Bradford University, the programme encourages prejudices about matters of peace, war and
disarmament.

From the criticism of peace education, one can delineate the prevalence of positivistic thinking in
cducational theorizing, especially the mistaken assumption of the neutrality of education. Critical theorists
of cducation have long pointed out the indistinguishable relationship between cducation and politics. Asa
matter of fact, this indistinguishable relationship makes education possible and valuable. Education and the
curricula designed in the 1950s were silent about issues like feminism, poverty, racism, social injusticc,
and ccological concerns. In the 1980's and 1990s, these issucs bccome very important aspects of any
curriculum. Schooling belongs to the public sector and it is true that peace education in many important
ways contradicts that public scctor. This contradiction of peace education with state ideology, says
Galtung, should not dispel the valuc of peace education but should serve as a reminder for politicians and
cducators of the need for structural re-arrangement between school and government.  The denial for a
discipline to be included for study just because of too much immediate relevance is a very questionable

vicwpoint. Onc then tends to ask "what then should cducation be all about?” The immediate relevance of
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the issue of peace maps out the nccessity of making the pedagogical more political and the political more
pedagogical (Giroux, 1988, p. 127). Also, it demunds that educators re-asscrt themsclves of the role of
transformative intellectuals.

Positivistic criticism of peace education also contends that there is an inhercni gap between
theoretical understanding of peace and the practical application of peace into action. Some peace education
opponents may even go further and say that the studies about war and peace, il not wught properly, is a
form of "psychic numbing." Jacobs (1984) from Australia attacks peace cducation as a form of unrcalistic
education which de-socializes students through systematic psychological denial of the reality of aggression
and conflict in society and school children will be psychologically unprepared for adult life in the real world.

Jacobs opposes peace e.: scation from an epistemological viewpoint (1984):

From an epistemological point of view, peace education is very vulnerabie 1o
conservative attack because peace education movement is trying to deal with the capitalist
culture without deep understanding or analysis of that culture. The most committed peace
studies activists promote a Marxist or anarchist critique of the role of education in
capitalist society. Schools are depicted as elitist, hierarchical, authoritarian institutions
which embody and perpetuate the indoctrination of the young in the values of capitalism.
As schools perpetuate capitalist values and the values of the ruling class such as clitism,
militarism, sexism and racism (structural violence) and suppress human rights, they are
assessed as legitimate institutional targets.... [P]peace education is deeply hostile to
Australia, to the US, to Capitalism, to European civilization, to industry, 1o
Christianity. They in fact embody a widespread hatred of our socicty (p. 41).

Jacobs has strong presumptions about what rcal democracy is and what democratic education is.
His arguments reflect a form of fundamentalism in the scnse of viewing certain western phenomena as
ultimate truth. Sometimes, he equates peace cducation with radicalism affiliated with Marxism and
sometimes considers peace education as the cquivalent to unrcalistic pacifism. Hc attempts to make a rigid
distinction between schooling in an institutional sctting and cducation in other non-formal scttings. Hc
says that peace cducation should be the responsibility of the parents and not the teachers because peace
cducation, no matter what subject matier it may cover, cannot mect the cpistemological and pedagogical
standard of schooling. Jacobs forgets what cducatioi » oncerns most is not the subject matter but the
responsibility between adults and children. In terms of his cpistemological claims, Jacobs assumes the

existence of value-frec and objective knowledge to be auained from “"non-engaged” lcarning.
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The historical development of peace cducation represents a struggle for meaning as well as a
struggle over power relations. Its dynamics alternate between a pedagogy of hope and the problem of

fundamentalist and positivistic thinking. Sloan commented when he edited a special issue on peacc

cducation for Teachers College Record in 1982:

The positivistic systems oricntation of the movement is nowhere more evident than in
the typical disarmament discussions, where the basic political thrust is premised on a
technological and instrimental analysis of nuclear strategies, defence expenditures,
weapons procurcment procedures, military-industrial production techniques, and networks
of political and cconomic influence. Again, the rationale is that such a technocratic
approach is good because it is ef! fective.

The assumptions of most anti-nuclcar movements arc very questionable. Its educational
device is propagandistic: the indiscriminate and repetitive use of grandiose estimates of the
quantity of carnage and lurid descriptions of specific kinds of bodily and psychic damage
that nuclear war would inflict. The cducation that is supposed to produce cnlightcnment
and understanding engenders instead a spurious, packaged emotional repulsion. This is
not cducation for disarmament; it is the pedagogy of the oppressor. This approach scecms
10 be a form of behaviour modification. The behaviour modification approach is a
modemized and degenerate version of American pragmatism. Its cthics are crudely
utilitarian. The traditional failings of utilitarian moral systes apply cqually to the kind
of pedagogy uscd by the anti-nuclear propagandists (1982. p. 3).

It has been about a decade since Sloan made this keen observation about the weakncess of peace
cducation. Significant advancements in peace cducation have been made; yet, Sloan's comment still
reminds educators of the dircction peace education should follow or avoid in order to advancc the ficld into
an arca of study which can be claimed as acceptable, possible, desirable, and meaningful.

Everything that has to do with peace, peace movement, peace rescarch, and peace education is
political from beginning to end. The tripartite concerns of peace spring from a common concern, the need
10 stop violence of all kinds. This concem, in many important ways, can be interpreicd as a challenge to
staie policies and state idcologies. For this reason, the organizations working for peace research and peace
education have modificd their aims to become more accepted by authoritics. But acceptance is always
obtained at a pricc. Osborne (1985) warns us about the price of conscivatism:

Part of this pricc was the lost of a critical thrust in cxposing conventional wisdom or

chalienging accepied belicfs, replacing with a conscnsual haze of commonscnsc and

goodwill. The conscrvatism of the peace movement, peace rescarch and peace cducation is

best revealed by the cautiousness of their aims. They speak not of a refusal to participate

in war if it came but rather of the importance of a system of international arbitration as a

way of dcaling with disputcs between states. They do not sce what they arc advocating as
involving a fundamental restructuring of a sociat order which is inherently warlike.



The conscrvatism of peace research and peace educition can be detected through the prolonged
acceptance of the negative concept of peace. Even today, "peace cducation” or "education for peace™ are
unacceptable terms for many school officials and other terms, such as “cducation for social justice” or
"education for sociai responsibility,” kave been coined. It is hard to tell which term is more inclusive and
thus more apgiopriae. What [ would argue against is the prop-sition that peace is a biased, unrealistic, or
pacéfist term 157 is not appropriate for school curricula.

Undeniably, the ficlds of peace rescarch and peace cducation arc still very young and not well-
detined. The most general obstacle to closer cooperation between peace rescarch and peace cducation is
common £0 the relation between rescarches and cducators more or less everywhere. On - one hand, peace
rescarchers as the producers of knowledge refuse to, or ai¢ unable to, express themscelves in a language
understandable enough 10 scrve as a basis for peace cducators for their teaching. On another, peace
researchers as knowledge producers continually complain about the cducators’ misunderstanding or
vulgarizing the message on its way to a broader public.

As I review the peace concept, the history of peace movement, peace rescarch, and peace education,
I come to realize the multiple cfforts and passion for peace in humanity. The revitalizing of the themes of
peace and hope throughout the hundred years of human struggle for peace has cultivated the foundation and
material of hope. At the same time, [ also realize that the history of peace cducation and peace movement
have primarily been discussed and developed from a western poinit of vicw. Pcople outside western
civilizations, like me, fecl a strong scnse of weslerr autocracy. As we learn from the peace concept, there
is a necd for global dialogue that cnriches and enlivens the concept. also think that peace education can be
advanced theoreticaliy .nd practically by bringing in other situaticns for analysis. The study of Jubilee
Public School, 2 community school locited in the margins of an urban centre,which caters to people who
stand in the margins in terms of cthnicity and identity, can open our minds and visions about cducating lor
peace.

The literature review on the peace concept, peace research, peace movement, and peace cdutation 18

a step toward repossessing history. In the process of "knowing" the human struggle for peace, I am at the
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same time reinterpreting the meaning of that history in relation to seif and then unfolding the meaning of
life. The litcrature review on the peace concept, peace rescarch, peace movement, and peace cducation ofices
a very rich and well claborated reflection. a7+ .t the human passions of hope, anxiety, and difficulties.

The demolition of the Berlin Wall and the cnd of Cold War seem to push peace education wito a
new cra in which the immincnt threat of nuclcar war is no longer as paramount as before. The de-cenicring
of the nuclear issuc may give way to a fuller and more positive understanding of other equally important
dimensions of peace. While it is truc that the confusion and ambiguity of the peace concept has held back
the development and acceptance of peace cducation by people at large, it is alsc truc that the confusion 2ad
ambiguity impiy a ficld of study that can allow further cxplorations and elaboration. The question is: how

can tcachers face the ambiguity and reccive it as a worthy challenge?



CHAPTER 111
TOWARDS A METHODOLOGICAL UNDERSTANDING OF PEACE EDUCATION :
THE ACTIONS OF PEACE AND THE PROCESS OF RESEARCH

Conceptualizing a "peaceful” methodology in rcsearch

Since Kuhn's book The Structure of Scientific Revolution was published in 1972, people ha-¢
begun to acknowledgr: the fundamental relations between the science structure and the social structure in
which scientific products arc produced. The implication of Kuhn's book is that any particulas form of
knowledge is a result of a certain methodology and idcology. Kuhn (1970), Gultung (19770, and Habennos
(1978) ail contend that an implicit or explicit world vicw can be partly infested from the methods used by
researchers 1o come o grips with reality. According to Habermas, the approaches of empirical inquury,
hermeneutical understanding, and critical knowing reflect three diffcrent kinds of human interests. The
empiricist is interested in control, the hermeneuticist is interested in interpr- aiion, and the critical theorist
is interested in emancipation. Galtung (1977) uses the schema of positivi< “eferring to the cmpirical
theory, and dialecticism referring to hermencutical, critical, and the family of approaches differcnt from
positivism.

Positivism and dialecticism differ significantly in terms of methodological and idcological
assumptions. Figure 5 provides comparisons and contrasts between positivism and dialecticism. A higher
level of consciousncss between the two competing paradigms would :iert rescarchers to understand beter the
social structure or political forces he or she serves when he or she engages in any research activity. The
awareness, according 10 Galtung, would engender different styles ol human relationship, yicld different
results, produce different images of the preferred social orders, and solicit different surategies ol

transformational actions.



Mecthodology

Ideology

5 : Comparison between

Positivism

Basic assumption:
- cpistemology invariant of
time, space, subjeci, noject

Proposition production :
- the scarch for invariances
in empirical reality

Theory formation :
- the search for unificd,
general theory

Non-transcendence ¢

- reality immutablc or
mutable according 1o
immutable laws

Continuous processcs
- quantitative changes

There is a final stalc

Isolation & weak
i “pendence

positivism and dialecticism

Dialecticism

Basic assumption:
- cpistemology as a function of
social context

Proposition transcendence :
- not invariance-sceking

Reality construction :
- through praxis, not theory
formation

Transcendence :

- thesis-antithesis,
contradiction into
synthesis

Discontinuous Processes :

- transition from quantity to quality

No final statc :
- cach negation will be negated

Interdcpendence and holism

Source : Galung, J. 1i¥77b}. Positivism and dialectics: A comparison. Methodology
wnideology: Essays in metiwdology . Basic Social Science Monographs,
Iniemational Peace fescarch Insitute, Oslo.
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Positivism has a long tradition in human inquiry because of its strong idcological appeal.  In
Chapter 11, the appeal of pesitivism is made explicit when [ discussed the weakness of peace education in
the first and sccond phases. By assuming that the object and subject of inquiry arc invariant over time and
space, positivism claims that objectivity, correspondence, consistency, and cternal truth operate at the
levels of proposition production and thcory formation. The appeal to positivistic thinking, says Galtung, 1s
an expression of violence and power. Positivistic models of rescarch embed the built-in "exploitative”
relationshiz octween the rescarcher and the rescarched because interaction between the two partics is based
on a vertical division of labour, meaning that the nct benefits of the interaction process are asymmetrically
distributed to the rescarcher. A typical positivistic research process is somewhat like a "transaction cycle”
in which rescarchers usc the researched as source of raw data; sncak in with a pretest study, fater to be
followed up by real "instrument;” drill the human mind, mining for responscs; withdraw after some words
of gratitude; process the raw data at home; and then finalize a product for gencral “consumption” (Galtung,
1977b, p. 265). Rcinharz calls a rescarch model based on this kind of relationship a “rape model” of
rescarch (1979, p. 95).

There are obvious contradictions between such a power concept of rescarch and the iststical aim of
peace cducation. If peace education is to be made into an instrument of peace, we caitnot be uncntical of the
demarcatior of power relations between the two rescarch partics.  The demarcation of uncqual power
between the researcher and the rescarched will again be turned into an instrument of repression. It the
ultimate aim of peace cducation is to change the situation of exploitation and oppression, this change will
have consequences for the research arcas, theories, concepts, and in particular the rescarch methodologies.

The common propagation of peace education comprising the three levels of cducation about peace,
cducation with peace, and cducation for peace poses a particular urgency Lo conduct a peace education
rescarch with a "peaceful methedology.” Is there a meaningful distinction o be made between violent and
nonviolent methodologics in cducational rescarch? And if there is such a distinction, could it be that some
methodologies very frequently employed in cducational science arc in fact very violent? How can we

conceptualize a rescarch methodology that integrates the action of peace as the process of rescarch?
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A peaceful mode of rescarch demands a new notion of knowledge which rejects ultimate truth or
absolutism. A peaccful mode of rescarch also requires a process of understanding in which the rescarcher
can engage the other rescarch party in dialogical relationship. The "dialectical” notion of human reflection,

first advanced by Hegel, provides foundational thinking to a critical mode of rescarch. Hegel states:

It would be truer to say that Dialectic gives expression to a law which is felt in all other
grades of consciousncss, and in general cxpericnce. Everything that surrounds us may be
viewed as an instance of Dialectic. We arc aware that everything finite, instead of being
stable and ultimatc, is rather changcable and transient (1962, pp. 149-150).

Hegelian dialectics stress the mutual interdependence and intcrconnectedness within contradictory
qualitics of human expericnce. The implication is that contradictions or dissonances in human phcnomena
are uscful o uncover hidden or implicit meanings. Sceing dialectics as an clement of process or structurc of
the life-word can enhance human consciousness about human reality. By rejecting invariance in theory,
dialectical thinking re-asserts that every single experience of reality has a history and a structurc of its own.
Similarly, every “being” is necessarily connccted with its opposites, "nothing,” and the relation between
"being” and "nothing" is the process of “becoming.” This process of "becoming" makes human expericnce
perspectival, refative, and dependent ol the matrix of time and space.

Marx restructured the Hegelian version of dialectic into a form of critical rescarch. The belief in
scientific objectivism in social inquiry, according to Marx, subsumes human expericnce into intclicctual
theory. Marx proposed a critical notion of reality to replace a common scnsc notion of “things.” Ollman

(1978) says:

As regards this fast, Marx claims that the dialectic is in essence criucal and revolutionary.
It is revolutionary because it helps us to sce the presert as @8 moment through which our
socicty is passing, and becausc it forces us 1o cxamine wiiere it has co.nz {rom and where
it is heading as part of lcarning of what it is. It also cnables us i grasp that as actors in,
as well as victims of, this process, in which cveryone and cverything is connected, we
have the power 1o affcct it. By keeping in front of us the simple truth that cverything is
changing, the future is posed as a choice in which the onc thing that cantiot be choscn is
what we already have. Efforts to retain the status quo in any arca of lifc ncver achicves
yuite that (p. 54).

Dialecticism, as cspouscd by Hegel and Marx, is a mode of thinking aimed at disputation rather
than didactic prouncements. The dialogic teaching approaches of Socrates and Plato reflect dialectical modes

of thinking because both Socrates and Plato atiempt to draw conversation participants out by having
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participants inquirc into the sources of their own belicfs and conceptions. Owing to this consistent inguiry,
dialecticism cmphasizes continual change as the nature of human meaning and expericnce.

Why is a dialectical way of thinking important in pcace cducation? How can I reconceptualize the
concept of peace, extending it from peace as an absence, then move this concept of negative peace 1o a
condition of living, and finaily operationalize the peace concept as a positively distinguishable activity? As
discussed above, a peaccful rescarch methodology has to be built [irst on a new conception of knowledge,
and second on a new conception of power, and third on a new conception of human relationship. Dialectical
thinking, as I firmly belicve, cniails a ncw notion of understanding, a social concept of democracy, il a
transformational approach 2o action.

The notion of understanding in dialcctical thinking refers to the practical interest of hermencuticul
scicnce to interpret and direct actions together in social organizations. Through the hermencutical interest
of understanding, people can rid themsclves of mislcading or manipulation by social structures. People can
thus think and act more sclf-consciously, to rcason and make decisions on the basis of sclf-determination.
The second concept, democracy, refers both to rights of people who are engaged in the proces: of
hermencutics and to the treatment of knowledge. Democracy dissolves hicrarchical relations between
participants and projects knowledge as a process of understanding from the framework of mutual growth and
interdependence. The third concept of empowering action refers (o the political goal of involving different
people in an activity called rescarch. Action can take various forms ranging from as subtlc as "an arousul
cffect,” to moderate rcoricntation of participants’ perceptions, attitudes, and behaviours to reality, and 0
cmbarking on political activism towards transformation.

Within the political aim of achicving peace, peace education or peace cducation rescarch inheres the
necessity for a dialectical mode of thinking and an cmpowering concept of rescarch,  Also, the nature of
modern pedagogy as constructed on the dialectics between adult and children, hope and disaster, personal and
structural, and thcory and practice cmbeds the clements of dialecticism and cmpowcerment. A rescarch on
peace cducation is, at the same time, a quest for peace and hope in humanity. The quest itself is an act of

empowerment, cultivating hope and peace in the human mind.
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Counteracting symbolic violence in mass communication:

The methodology of semiotics

Mecthodologically speaking, the rescarch consists of two scctions: a semiotic analysis on media
materials featuring Jubilce Public School in Chapter 1V, and an cthnographic inquiry of Jubilee Public
School in Chapter V. Semiotic consciousness requircs an attuncment Lo dialectical thinking, cspecially in
re-searching the relationship between signified and signified, the visual and the audial, the explicit and the
implicit, the symbolic and the indexical, the open meaning and hidden message, the rcal and the
romanticized, the private and the public understanding of Jubilce Public School.

The debate about the power of mass communication is an unresolved issue in education. The
debate centers around what mass communication systems can do and what we think the true meaning of
cducation is. In the case of television, arguments for and against the usc of television media in classroom
arc of three kinds: optimism about its cducational value, pessimism about its dchumanizing cffects, and a
social consciousness about media mythologies. It is the creation of television mythologics that is of
concem in this research,

Optimism about the cducational value of tclevision has prevailed since its initial introduction into
classrooms in the 1950s. At present, optimism is evidenced among adult literacy workers and distance
education groaps (Nadancr, 1983). These groups contend that tclevision can be much more than a surrogate
instructor: that there is incomparable cducationai value in television as an art form; and that tclevision is a
miniature of socicty in the images, sounds, and words that can be utilized as part of the school curriculum.
By integrating the cducational philosophy of Dewey and Freire, tclevision optimists articulate a concept of
cducation that cmphasizes the interests of the learner, the broadening of perspectives, and the process of
dialoguc. Television programmcs, according to these oplimists, can convey diverse perspectives, persons
and social situations which cncourage learners to dialogue with the world (Olson, 1981).

Skepticism about television began to appear in the late 1960s and developed into a strong force of
sociat and psychological critique of television in the 1970s and 1980s. The cxcessive access (o and the use
of television information, as noted by skeptical sociologists and psychologists, is theorized to contribute to

the disappearance of childhood, the curtailing of human sensitivity, and the mediation of cvery form of
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human cxperience. The third group of argument on the power of mass communication comes from the
semiotic school. Semioticians are concerned about the effects of television on human agency. The fact that
the world is perfused with signs leads to a development of structures which determine our world view, the
things we noticc and ignore, and even the means by which we organizc our lives. The belief that the whole
of human cxperience, without exception, is an interpretive structure mediated and sustained by signs is at
the heart of semiotics.
For this rescarch, 1 have used the semiotic model of Roland Barthes, the narrative theory of
Christian Metz, and the reception theory of Robert Allen to study the following four sets of televised
matcrials:
1. a thirty-minute documentary about Jubilee Public School produced by Public Channel in 1986
2. an educational documentary of Jubilee Public School produced by the World Education Network
in 1985;

3. an educational programme about Jubilce Public School produced by Educational Channel in
1986;

4. an educational programme about Jubilec Public School produced by Educational Channcl in

1988.

Roland Barthes and semiotic theory

The word "scmiotics” was first coincd by Charles Peirce, expanded by linguist Ferdinard Saussure,
developed into a form of literary criticism by Umberto Eco (1976), and widely applicd to media studics by
Roland Barthes (1968, 1972, 1982), and Len Masterman (1984). Originally, "semiotics” referred to the
process by which a culture produces sign systems and the ways in which mcanings arc constructed in social
practice. The focus of semiotics is twofold: (1) the study of sign systcms as a mechanism for gencrating
messages and (2) the study of how people come to understand the meaning of the sign systems. Over the
past two decade” “te scope of semiotics has been extended from language to almost cverything used lor
communication: words, images, traffic signs, flowers, music, medical symptoms, painting, music, fashion,

and media. Semiotics is particularly uscful in studying television culture becausc in tclevision broadcasts,
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there is unigue simultancity of sound and image, the problem of expressiveness, the illusion of reality, and

the collapse of author and reader in the modc of vicwing engagement.

Bascd upon Perice’s classification of signs into symbolic, iconic and indexical, Barthes develops a
theory of television semiotics which incorporates the use of the three different types of symbols. Symbolic
signs used in television include words, colours, music, and all kinds of photographic techniques. Iconic
signs refer to the sign system where the signifiers structurally resemble its signified. Iconic sign systems
used in television production include drawing, scale, perspective, camera angle, and lens focus length.
Indexical signs refer to the sign system that has an cxistential link between the signifier and significd.
“flost images produccd by cameras belong to the class of indexical signs because they require the physical
presence of the significd.  The usc of indexical signs produces a general presumption about television that
television docs not lic.

Televis.n semiotics. One important goal of television semiotics is to make us -..cious of the
use of the three kinds of signs, so that we realize how much of what appears "naturally” meaningful on
tclevision is actually a result of technology. "The camera never lies" is a statement that tells us a lot about

the way we accept tclevision images as real. Literary critic Umberto Eco warns us of the danger of this

statement and calls for our attention to scmiotics:

Scmiotics is in principle the discipline studying cverything which can be used in order 10
lic. If something cannot be used to tell a lie, converscly it cannot be used to tetl the
truth: it cannot in fact be used ‘'to tell' atall.” (1976, p. 7).

The fact that television can lic becomes the starting point for scmioticians whose focus in
television criticism is on uncovering social mythologics. In studying television mythologics, Barthes
identifics two pairs of concepts: significr/significd and connotation/denotation, He uses the example of
fashion to illustrate how scmiotics can work. According to him, the text accompanying a fashion
photograph in the magazinc is the significr or the connotative symbolic message; the picturc itsclfl is the
significd or the denotative litcral message. Mythologics sncak in when people tend to naturalize the two,

taking one as the sccond.
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In tclevision making, images are often produced through the repetitive usc of verbal and/or visual
aids. Once images arc solidificd, they acquire stable and conventional meanings and even become signs
themselves. The perccptual literalness of the television image reproduces the significd spectacie whose
sigrifier it is. It then becomes what it shows, to the extent that it does not have 1o signify it. Television
image begins to be devoid of the arbitrary. conventional, and codified characicristics of other sign systems
because, in the television image, the significd and the significd are naturalized. The television image is not
the indication of somcthing other than itsclf. Semiotics attempts to brcak down this process of
"naturalization” and to explain adequatcly the formation and deployment of the connotative-denotative
associations.

The primacy of the text. In the Barthesian modcl of television semiotics, the power of television
comes from both the visual and the textual modes of viewing. In the cxample ol the fashion photograph
and text, Barthes opts for a textual analysis alongside a pictorial analysis in order to fully understand the
meaning of fashion. From a methodological point of view, the visual photograph of fashion has structural
components but displays a "plasticity” that disqualifics any construction of mcaning. With regard 10 the
fashion text, one can construct various meanings becausc the structure of the text is eminently semantic and
it lends itself perfectly to semiotic analysis. The photograph, on the other hand, 10 the extent that it
physically rescmbles its referent, resists language.

The logic can cqually be applicd to reading television. Conventional television criticism tends to
emphasize image analysis. Barthes clevates the primacy of textual analysis because image usually appears
in its entircty all at once before our cyes, while text requircs hermencutical interpretation and
deconstruction. In the cxample of fashion, the fashionable clement cannot be explained or highlighted in
the image because the image represents presence in absence. The text, however, invites readers or viewers
to fill in the meaning without the text being destroyed. The sign is an empty vesscl whilc the image is
alrcady full when it appears. The sign demands hermencutical interpretation while the image denics it.
Although the image docs not suppress meaning, it points to meaning with a finger (Barthes, 1982). In
designating a sccondary role to the image, semiotics de-nawralizes the contingency of appearances and

requires us not 1o accept the appearances on face valuc as things that cxist in and of themsclves. The
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tendency o confound manifestation and essence, 10 reverse the priority of form over content, is pernicious

because mythologics arc developed and maintained by this arbitrary and artificial conception of what is seen

and what goes without saying.

Christian Metz and narrative theory

"Narratology” or "nasrative thcory” was founded in the latc 1920s by Russian formalist critics and
then applicd into film studics in 1960s. From its origin, narrative theory is inescapably "formalist,”
focusing mostly on the testual mode of understanding. It leaves to other critical methods questions about
where the story comes from and the myriad of cffects that the sesrative has upon its audience. Christian
Metz is an important narrative theorist in film studies, cspecially on film language and cincma narrative.

Television narrative. Narrative theory contends that a television narrative consists of two parts:
story (narrative) and discourse (narration). Story is the scries of cvents while discourse refers to the way the
story is told. Stories arc "cvents” from cquilibrium through discquilibrium to a new cquilibrium. Story
cevents can be related with a dramatic triangle: well-made plays begin with an expository sequence sciting
out the state of affairs, risc through various twists and s of complicating actions to a climax, and then
fall off in intensity to the resolution of the crises and the new state of affairs. Most television stories
follow this formula of a beginning, a crisis, a climax, and an cnding. The fact that most television storics
have a beginning, a crisis, a climax, and an cnding distinguishes television story from the rest of the world
and opposes it to the "real” world (Metz, 1974). This temporal sequence of television narratives, according
to Metz, renders possible all kinds of distortions. In telcvision broadcast, there is the time of thing told and
the time of telling. The time lapse between the time of thing told and the time of telling distinguishcs
narrative from simple description becausc it invents onc time schema in terms of another time scheme.
Metz uscs an cxample of cinematographic narrative to illustrate the possibilitics:

A motionless and isolatcd shot of a stretch of desert is an image (space-sigaificate - space-

significr); several partial and successive shots of this desert wasie make up a description

(space-significate - time-significr); scveral successive shots of a caravan moving across
the desert constitute a narrative (time-signilicate - ime significr) (1974, p. 18).
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This example shows that telcvision narrative is a system of temporal transformations. In the
narrative, the narrative object is a more or less chronological scquence of events that have a cerin time

duration.

" In television-making, except for silent films, the

narrative (story) does not gain its life without the narration (discourse). What distinguishes a tclevision
discourse from the rest of the world, and by the same token contrasts it with the “real” world, is the fact that
a discourse must nccessarily be made by somconce, whereas one of the characteristics of the world is that it
is uttercd by no onc (Metz, 1974, p. 20). This fact of "unreality” has been overlooked ¢r overshadowe.d by
the filmic mode of presence which casily appeals to our sense of belief or perceptual participation.

Metz contends that although there are "rcalistic” storics embedded in news broadcasts,
documentaries, and other accounts of historical occurrences or daily life, the fuct that narratives are
transmitted through discourse dispels the recited object as real. Reality assumes presence, which has a
privileged position along the two parameters of spacé and time ; "here” and "now.” The image or the
picture on television is not a "here and now” existence but a "here and then” cxistence at the most. By the
existence of the discourse, the narrative suppresses the "here” and "now," and inost frequently the two
wogether because an cvent must in some way have cnded before its narration can begin.

Narrative theory overlaps with scmiotic theory in the analysis of the relations between image and
text. Narrative theory lends heavily 1o the significd/significr concept from semiotics in the study ol the
television cxpressiveness. In television images, aesthetic expressiveness is grafted onto natural
expressiveness such as the landscape or face the images show us. i other verbal arts it is grafied not onto
any genuinc prior cxpressivencss but onto a conventional signitication of language. There arc essential
differcnces between two forms of grafting. "Mcaning” in tclevision images is immancnt while
"signifcation” in other verbal arts is cxtrinsic. "Mcaning” in welevision derives from things and beings and
therefore the meaning scems Lo be natral, global and continuous. In verbal arts, signification derives from
ideas and therefore is conventional and divided into discretc units. The perception that meaning in television

is natural and automatic allows social mythologics to lic undetected.
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Robert Allen and reception theory

In spitc of the contribuions of semiotics and narratolegy in filmic studics, there is one important
weakness of both theorics. Both theories frequently speak of a text as though it is understood in precisely
the same way by cveryone. Scmiotics and narrative theory assume that all m=2nings of the text or image
are translatable and predictable through the specific procedure of de-significatiu:.. This assumption is highly
questionable to reception theorists who contend that the process of reading is a fusion of meaning between
the text, the individual reader, and the interpretive cominunity. Although the text or the imag: 5
cphemeral, the reader or the interpretive community remain a central preoccupation.

"Reader-responsc criticism,” “reader-oricnted criticism,” and *recepuon theory” are names referring
to the variety of recent works in literary studics that foreground the role of reuder in understanding and
deriving pleasure from literary texts. The tradi.” .-.al conception of litcrary reception is an "archacological
approach,” which assumes that the meaning of the text is determinate and liable to be 3 out by any rcader.
Reception theory, which has its basis in phenomenology of perception and philosognical hermenculics,
rejects the "archacological approach.”

With Husserl's notion of intentionality and Gadamer's notion of hermencutics, reception theor sts
consider reading as a curious and par~doxical process by which lifcless and pitifully inadzquate words on a
page arc not just made to mcan something through the intentions of the ~~ader but are "brought to lifc" in
that reader’s imagiration (Allen, 1987). Significant reception theorists includec Roman Ingarden who regards
reading s "gap filling,” Wolfgang Iscr who calls reading "consistency building,” and Jonathan Culler who
calls reading 2 “deconstructive process.”  Allen integrates the three theorics of rcading and applics the
integration to the specific conditions of reception in television.

Television metaphysics. The communicative environment of television has its umiguc
netaphysical bias which includes the structure of time, the st of assumptions about the sourccs from
which human problem:: arise and how they may be resolved, the mode of viewer cngagement, and the hidden
political or ideological judgments. A very good context for metaphysical analysis in reception theory is
television commercials because they arc so pervasive that television watchers tend to identify the intcgral

prescace of commercials as a given, regulating the rhythm and patterning of programmcs and vicwing.
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organizes time =+ 10- to 60-sccond, a~d 30- or 60 minutc blocks. The largest proportion of television
progmmmin; - v type and by camera shot, is in the 10- to 60 sccond category. Television is therefore
an extradordinarily um: - .ompressing medium. This temporal pattern reorients our attitudes toward
protiem.. »d the time required for their solution.” Nystrom (1975} points out that people’s tolerance has
steadily dectined because the time structure of telexision has reshaped human expectations, and when real
life fails to conform to those <xpectations, we react with frustration, anger, and despair.

Television metaphysics entails a specifically different form of viewer engagemes:t. Ay piece of
narrative necessarily involves an author and a reader. In most literary genres. there are at least three kinds
of author: flesh and blood author, implicd author, aré narrator. Similarty, there are three kinds of reader:
flesh and blood reader, implied reader, and narratee. The notions of authorship and readershiip, in wlevision,
go beyond this categorization. There arc myths, (alklores, and many narrative {ilms of cveryday
consumption, passcd from hand to hand in the course of their industrial manufacturing, that can constitule a
part in authorship. By the same token, readership var be any kind of spectator such as an unspecilied
nerson to whom the nurrator is supposedly speakinig, ar imaginary reader that the implicd author scems 10
be writing to, and a real rcader rcally watching the programme with his/her senscs. The complex
combination cf authorship and rcadership implies different formats of discourse or viewing.

Among the many discourse formats, dircct and indircct addresses are the most commonly used in
tclevision. Direct address refers to the situation when someonc on television - a news anchor, a talk show
host, a masicr of ceremonics, a reporter - faces the camera lens and appears to speak directly w the audience
at home. Indirect address refers 10 situations when the narrators arc speaking to some kind of ideal reader
and not dircetly to the home viewer; for example, in television commercials or soap operas. The two
modes of vicwer cngagement may employ quite different cinematographic techmiyues and so have dilferent
metaphysical structurcs.

Idcological de-toxification. Based on the metaphysical structure of television, reception theory
appeals Lo television readers for ideologic:s - citi~ism. Teminism and Marxism have acclaimed convincing

success in reader-oricnted television criti-ism (3iske and Hartley, 1978; Hall, 1980) . The semintic noton
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that language and other sy tcms of signification produce signs whosc meanings arc cstablished by specific
codes are well integrated into feminist and Marxist criticism.

A morc thorough reformulation of Marxist criticism of television is hased -1 the notion of
ideology developed by Louis Althusser, who reconceptualizes socicty through a revision of the
basc/superstructure model itsell. In Jrawing on the Althusser model, rcception theory assumes hat
television offers a partizular construction of the werld rather than a universal, abstract "truth” of
idiosyncratic individuality. Ideological analysis feeuses on viewer-12xt relations and Getects how systematic
meanings and contradictions arc embodied it celi ~+1i-es which in tum orient our understanding of
what we sec and “naturalize” the cvents anid stories on television. Narrative and generis conventicns are
crucial wxys in which tclevision handles so:al tensions and contradictions.

Idcological analysis within reeeption theery has onc fundamzatal assumption - to deprive the text
of its power to enforce meaning on the reader. Mecaning production, according to reception theorists, is
dcpendent on the individual reader as well as the "interpretive community.” The cmphasis on the power of
interpretive communitics to determine the meaning of lexts, in reception theory, should scrve as a rev .inder
that all reading activity, including watching tclevision, o¢ s within larger contexts. Culler says:

[T - individuality of the individual cannot function as a principlc of explanation, for it is

it :omplex culwrzl construct, a heterogencous product rather than a unificd cause

(1983, p. 53).

To understand Jubilee Public School, according to reception theory, reqguires me 1o investigate
what images arc imposcd on Jubilce Public School by the larger community and what political functions
the televised images serve.

In summary, the tenets of conducting a scmiotic study about Jubilee Public School arc manifold.
First, mass communication and mass culture have become important sources of knowledge and ideological
apparatuses. A scmiotic study of mass culture is an cducational aitempt (o build a new form of social
literacy and sensibility. Sccond, an investigation into the tclevised materials of Jubilee Public School

would reveal the modes of social interest and the formats of cultural hegemony.  Awarcncss of these

competing interests and hegemony marks the first siep of cubtural emancipation. Third, the uncxceptional
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coverage of jubilec Public School by media creates a mystificd image of the school on the one hand, and
“freeze " public understanding of the scheoi 10 i nere Th.u0w of television techiiiqus and cosumer culture
on the other. There is a need to de-mystify what has been portrayed and resurrect the realitics of the tale of
Jubilee Public School. In order to achicve these three aims, the semiotic studics in Chapter IV would

investigate television formula, narrative structure, language of expression, and idcological de-toxification.

Methodologies of ethnographic conversation, observation,
and participation as actions of peace

Ethnography refers to a wide range of anthropological proced:es for investigating expericnce and
social situation. Also, cthnography implics a process of w *derstanding in which social actions can be
visioned. Ethnography is therefore a form of cultural analysis and a political project of change. Fotlowing
this definition, educational cthnegraphy fcrs to the study of classroom culture, school ceslture, community
culture, and links these varicus sub-cultures with social order (o promote an understanding of why things
are the way they arc and what must be donc for things to be otherwisc. Lather (1986) calls the cducational
ethrography grounded in such a vision for change an "open'y idcological form of inquiry” and Simon and
Dippo (1986) refer it as “critical cthnography.”

Ethnographic studies in cducation, for the past two decades, have been burgeoning. Standard works
in critical cthnography include Sharp and Green (1975), Willis (1977), Mascman (1962), McLuren (1988)
and many of the contributors to Anthropoloy and Education Quarterly. Among these examples, there is an
cvident tendency in cducational cthnography Lo focus on "marginalized” peoples such as minorities, lower
socio-cconomic status groups, lower-track classes of students, or children informants. The cultural dis-
similaritics between the researcher and the rescarch participants, the difference in terms of class interest, and
the age gap between adult researcher and child informants demand special methodological and cthicai
considerations. Also, cthnographic inquiry demands a methodology that can give the researcher adequate
intimacy with the people of the school and, at the same time, allow the rescarcher o maintaia distance from

the school and free from many of the burcaucratic or structural constraints. The methodologics of
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cthnographic conversation, observation, and participation are envisioned and practiced in view of the two
considerations.

There is an explicit cthnographic intent of the rescarch. The intent is: how docs a particular group
of people in Jubilce Pubiw School, concretely situated in time and space, constitute their pattern of
every day life. The pattern of cveryday life refers to what the group of people arc, what people say, what

peoi: Jo, how people interact, and what the meanings arc.

Society as conversation

Conversation, i philosophical context, docs not mercly indicate a linguistic form of
communication. Rather, conversation refers to a condition of possibility of language. Conversation as a
linguistic form of communication refors te the gencration or proliferation of words, signs, punctuation and
so forth. Conversation as a ceadition of - i guage, however, refers to the worldly existence of language ar:.!
the need for mutual understanding and apprecizsion of ceaversees' identities. Unlike other § af
discourse, such as narrative, interview, and debate, conversation forbids a hicrarchical relationship or a non-
participatory attitude. Buber has writicn extensively on tiic nction of conversation as a condition for

mutuai understanding. He says (1965):

{1} we arc to converse with onc another and not at and past onc another, I beg vou to
notice that 1 do not demand. 1 have no call to that and no authority for it. Ty onlyto
say that there is something and to indicate how it is madc: I simply record. And how
could the lifc of dialoguc be demanded? There is no ordering of dialogue. Itis not that
you are to answer but that vou arc able.

You are really able. The lifc of dialoguc is no privi. e of intellectual activity like
dinlectic. It begins no higher than where humanity beg:0s. There arc no gifted and
ungitted here, only those who give themsclves and those who withhold themsclves (p.
54).

Buber uses the terms "conversation” and “dialoguc” intcrchangeably. The realization of genuine
conversation, decording to Bubier, is the creatisn of 7n Ithou type of human relationship characterized with
virtues of love, humility, respect, faith, justice, and hope. Extending these virtucs (rom a pattern of

discourse (¢ a state of human relationship, "conversation” can refer to an attitude toward the world (Buber,
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1945), an approach to education (Freire, 1970), and the ultimate tool to transtorm reality (Giroux, 1988;
McLaren, 1989).

Conversation as a s:ate of iiuman relationship refers 16 the situation in which the participants
rcally have in mind the other. The minding of the other and the claiming of responsibility tfor the other
transcends the I-it relationship into an I-thou relationship. Freire (1970) concretizes the 1-Thou relationship

into an cthnical encounter between fellow human beings:

Dialoguc is the encounter hetween men, mediated by the world in order to name the

world. Hence, dialogue cannot occur between those who want 10 name the world and

those who do not wish this naming - between those who deny other men the right 0

speak their “vord ard those whosc right 1 -peak has been denied them...... ltis in

speaking the:r word that men, by naming the world, transform it, dialogue imposes itscll

as the way by which men achieve significance as mee. Dialoguc is thus an cxistential

necessity (pp. 76-77).

Bascd upon the notion that dialoguc is a form of hunn relationship, symbolic intcractionism
considers that the world or sou:. 7 is made up of conversations, interast and external. The metaphorical
cquivalences between socicly and conversation arc th. symilar qualitics of flow, development, creativity, and
change we would cxpericnce in conversation and life (Craib, 1984). Pcoplz living in whatcver space and
time nced 1o take part and take up questions of lives from public conversations (Smith, 1990). To live
honestly and responsibly, onc should always keep the conversation going rather than trying to find absolute
answers to the conversation. To enler into conversation is 1o open onesclf to being transformed by the
process. Although conversation is the most informal and ubiquitous varicty of social intercourse, its
cxplanation of action ann iacorctical component can be & conscious grasping of the complexity of real
situations. It may be the informal and ubiquitous naturc of daily conversation that keeps its value as a
mode of rescarch untapped. Ethnographic conversation as a mode of rescarch will entail the existential
requirement of possessing a specific knowledge basc in communicative acts and an appreciation of the
conversoe's Biertity.

Ethnographic conversation iy different from other forms of discourse such as interview and

questioning. In an interview or questioning situation, there is the built-in hicrarchical relationship of

researcher as the subject and ¢.her participants as objects. Interview or questioning as the ways of cliciting
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information from children is vulnerable to mis-communication or non-communication. The starting point
of ethnographic conversation differs from interview or questioning. Ethnography assumes meaningful
participation by all rescarch participants. in this sense, cthnographic conversation is not intended to replace
the voice of the participants by the rescarcher. Rather, it is intended to enable the so-called "voiceless” to
give shape 1o their own rescarch questions or answers. In cthnographic conversation, the I-Thou relation
(nat Buber conceives is cthnographicr-informant rapport in its strongest form.

In cthnographic work, tae Freirian notion of I-thou rclationship implics a democratization of knowledge and
power, a partnership undertaking of responsibility, and a collaboration of politica! actions.

The task of entering into conversation with child informanis in my study 3 more difficult thi
with adults. The difference between adult and child goc:: beyond different ways of thinking. Children are
members in At fast two cultures: ong of their own making and onc crcatcd by adults. The cultures of
childhood and adulthood differ in werms of artifacts, folklores, values, and rules. The cthnographers’ task is
(0 uncover the differciices between the two worlds that children occupy, as well as the ways in which they
arc similar or overlap. If, indced, young ciuid informants live in a (luid environment where neither culture
is always dominant and where the boundary between them is blurred and continually changing, then the
adult investigator should not be surprised if at some time informants scem o contradict themsclves and
scem to be operating with different rules and cxplanations for the same situation or behaviour (Tammivaara
& Enright, 1976, p. 234).

The difficulty in communicating with children may be multiplicd if informants are children from
outside the dominant culture, as in the case of this rescarch. Bi-culwral children survive in four differcnt
worlds: the native child culture, the native adult culture, the second child culture, and the sccond adult
culture. Conversation or observation with minority children requires the cthnographer to undo "adultism”
and "cthnocentrism,” to suspend age-related and culturally related assumptions, and to ask children 1o
participate in a fluid and confusing rescarch miticu.

This rescarch involves conversation with adults and conversation with children. The conversations
vary in terms of time duration, structurc, and atmosphere. Conversations with the principal and tcachers

usually took place in formal scuings such as the principal’s office or a classroom. These conversations
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followed the structure of some guiding questions and time constraint. Conversation with volunteers and
students, however, were more spontancous and open-cnded.  These conversations usually took place in
marginal territorics of the school such as playground, haitw iy, lunchroom, washrocs, Jibrary, and the

bascment.

Ethnographic observation and pariicipation: Working as a female friend

Ethnographic obscrvatics and participation refer to mty own immersion into the day-to-day school
life in situ . Obscrvation and participation in situ. contributed to my role as a multifaceted personality such
as a teaching aide, counsellor, informant, curriculum expert, theorctician, and friend. There were times
when some of the participants' reflections and explanations about their lives highlighted social issucs of
racism, poverty, injustice, and <-spair. My extended presence in their lives, in juxtaposition with 1heir
expressed "ultimate reality,” i +536 3 unique form of role reciprocation and facilitated the acquisition of
understanding relevant to the study. On the other hand, these intcractions fostered unexpecied reciprocal
conncctions with the participants’ world, cultivated a deep sensc of moral obligation, and spurrcd
complementary commitmenis to the basic intentions of the rescarch.  Such intentions include the
cultivation of understanding, sgreement, commitment, and visions towards a desirable future amidst
differences among people. Exploring and restoring the meanings of hope and peace, through cthnographic
conversation, observation, and participation provid:: upportunitics for sclf and social empowerment.

As a femalc cthnic researcher, | found particular sexist and racist dynamics in a rescarch setting and
came to understand strongly the socictal appropriation of roles for women and cthnic groups. Spruking
from my expericnce, I found that a woman rescarcher faced additional dileamas such as the denial of
accessibility 1o male-dominate groups, subject to sexual advances, liable for denigration, and given
stercotypical labels that affect a woman rescarcher's confidence. My rescarch experience of what it means 10
be an cthnic woman in my own life and in the school community that I sct out w0 study speaks to the
rescarch question of what it means to be an cthnic student and what it means to be a daughter in a family,
Some of the privatized cxperiences of the rescarch speak to pertinent issucs of human rights, structural

violence, personal peace, and cultural solidarity. The rescarch cxperience nas crucial impacts on what the
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researcher sces and does. Publicizing the rescarch experience is important in transforming the inherent

structural violence of the rescarch community.

‘The art of hermeneutics: Storytelling, autobi ».saphical

consciousness, and thematic interpretation

In many ways, the political nature of pcace cducation and the problems for its implementation can
be revealed in the practical difficultics of intcrpretation. First, peace cducation rescarch as a form of v luc-
based study cntails an cvaluative threat (0 the participating school. Second, the complexities and
abstractness of the term "peace education” poscs an cpistemological and ontological challenge (o the
rescarch participants. The challenge, in the words of hermencuticists from Kicrkegaard to Caputo, is (0
make sensc out of the "flux.” In methodeiogical terms, the challenge refers to the need to concretize the
themes of the conversations with participants into a picce of understandable discourse or 2 plan for further
action. On the other hand, 1 became awarc of the danger of forcing personal ideas upon the staff members
and the threat of evaluating their tcaching. [ nceded to scarch for a methocology that avoided the dogmatic
orthodoxy of cvaluation and, at the same time, deepencd or sharpened mutual understanding. Storytelling

showed possibilitics of a way 1o rescuc the communicability of experience.

Storytelling us a metaphor of engaged research

According 10 Novak (1971 ), story is a narrative that links the sequence and structure of human
actions. Story is a temporal sequence uniting the past and future. In verbal or written form, story supplics
patterns, themes, and motives by which a person may recognize the unity of his or her life (Novak, p. 60).
Storytetling is the attempt to understand other people not by “inventing” storics  but by "discovering”
storics which exist inside people.

Novak proposes that there are two kinds of storics that we must pay attention to in order o
understand other people. They arc cultural stories and personal stories. Cultural storics are acquired [rom
the cuture one is born into and personal storics arc lived out by particular individuals. While it is

meaningful to distinguish between the two kinds of storics, it is important not to dichotomize the
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dilferences as they overlap. The essential point is that in the course of discovering one's story, one must
not be distracted by the cultural story and treat the meanings of a cultural story as principles applicable (o
all members of the culture.

To illustrate, I have a specific example. In Jubilee Public School, onc of the participating teachers
and I had insightful conversations about a Chincsc girl who was cxtremely quict in the classroom. The
students' silence had reached an "intolerable” tevel to the teacher. The teacher explained the girl's silence in
terms of a cultural story, meaning that Chincse people arc comparatively rescrved, shy, and quict. Through
the two conversations with the girl and some obscrvation in her classroom, I began to realize that her
"silence” was much more complex and could not be understood only through a stercotypical analysis of
Chinese culture. Many of her personal stories were not discovered by the teacher or ¢ven by the girt hersell.

In the context of methodology, storytelling can be a rescue of the communicability of cxpericace.
The art of storytelling is to kecp a story i ¢2 from cxplana? s onc reproduccs it and lcave it up for the
reader 1o interpret. When compared t6 «:5.¢v koids of informatdz, story achicves an openness that other
information lacks. Polakow (1985) understz.ds the role of educational rescarcher as a storyteller. Polakow
says that the educational rescarcher as a storyteller implics the rescarcher's role to invoke the feel, the
smelis, the tastes, and the moods of lives lived out in different cadences (Polakow. 19€5, p. $33). By doing
this task, the storyteller is an advocate, a social critic, and an engaged participant in other poople's lives
because the space between teller and listener will at some point in time be fuzed. The meaning of
storytelling is not esoteric because as the story sinks itsclf into the tife of the storyteller, engagement

begets reciprocity, and participation in the world of the other and evokes the call 1o act.

Autobiographical consciousness and educational criticism

Whose story shonid I tell? What experiences of people’s lives best il us who they are? How
should I choose particular storics to tell which speak to the values and praxis in peace cducation?

Pcople may tend to vnderstand these questions as a matter of methodological consideration.

Understanding people and making mcaning from their lived-cxpericnce, however, should extend from
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methodological concerns to ontological considerations. Understanding other people, for me asa rescarcher,
is 2 mode of being which requires me first of all to ask mysclf who [ am and what is there 10 be understood.

In Jubilee Public School, I cacountered groups of students who experienced and felt what [ have
cxperienced and felt. This cchoing of expericnce sct the context of the study and gave shape to many of the
rescarch questions. A specific example is Yen, who was a fourth grader in the school when I first started
the rescarch with her. The more 1 felt empathy about her family violence, the more I fell back on my
autobiography as the basis of understanding. Being an Oriental myself, 1 came 1o realize that her acceptance
of multiple responsibilitics to her younger brothers was deeply cultivated in Oriental philosophy which has
tended 1o structure parent-child relations toward respect, obedicnee, and reconciliation. My fecling of loyalty
to my parents and “good vpbringing” speaks to Yen's refusal to sy anything against her parents in front of
a stranger, a "rescarcher.” Even though [ did not cnter the rescarch with particular scts of rescarch questions,
as the preiiminary stage of rescarch weit along 1 found mysct wive 2ad more dravn 10 the issue of
multicultural education and cthnic identification. This has probutly sudething o o with the high
pereentaize of ethnic students in Jubilee Public School and my being in Canada as a foreign student from
Hong Kong  The rescarch focus was put on the explicit relation to the school situation as well as extended
to scif as situation as well.

Pinar (1986) has written cxtensively about autobiograshical inquiry in cducational studics.
Autobiographics, according to Pinar, arc not liabilitics to be exorcised but are the very precondition for
knowing. Autobiographical consciousncss, somewhat likc "Dewey'’s intuition" or "Heidegger's
attunement,” forms the basis for reflective grasp of problematic qualitics of situations and allows for a new
kind of understanding which is supposcdly "wholc, deep, and bright" (Pinar, 1986):

Autobiographical method offers opportunitics (o returmn (o our own situations, our "rough

cdges,” 10 reconstruct our intciizctual agendas. The focus i~ such work is the felt

problematic, its method is intuitive. Once falls back on oncsclf - rather than upon the

words of others - and must articulate what is yct unspoken, act as midwifc 10 the unborn.

Onc uncovers onc’s "domain assumptions,” onc's projections - not in order to clcan the
slate but in order to understand the state of which one is the cxistential basis, the basis
which mak.+ knowing possiblc.

What we aspire to when we work autobiographically is not adherence to conventions of &
litcrary form. Nor do we think of audicnce, of portraying our lifc to others. We write
autobiography for oursclves, in order 1o cultivate our capacity to sce through the outer
forms, the habitual cxplanations of things, the storics we tell in order to keep others at a
distance. It is against the taken-for-granted, against routine and ritual we work, for it is



the regularized and the habitual which arrcst movement - intellectual ond otherwisc.
Arrested we cannot sce movement in others nor contribute to it. In this scnse, we seck a
dialectical self-self relation, which then permits a dialectical relationship between self and
work, self and others (pp. 33-4).

In the literature of reconceptualist curriculum, autobiographical consciousness is one way o
emancipate oneself from the hegemony of modern statchood. Through the "historicialization” of collective
history and individual biography, people can transform the chaotic and conflictual inner life into a creative

play of forms.

The interpretation of interpretation

The term "hermeneutics” originally referred to the practice of interpreting sacred texts and
understanding God's message. At present, it refers 1o a growing and increasingly difficult family of
questions about the philosophy of understanding. The scope of study in hermeneutics extends from sacres
text to literary criticism, religious studics, various forms of Marxism, and phenomenology. In certain
important senscs, harmencutics shakes the primacy of analytical philosophy.

Schleicrmacher and Dilthey are usually considered as the founders of hermencutics. Schlcicrmacher
claims that biblical interpretive techniques can be used (o understand any kind of text. Dilthey, a follower
of Schlcicrmacher, agrees with Schiciermacher on this point but insist: on a fundamental difierence between
narural science and human science. Hermeneutics, according to Dilthey, is confined to the study of human
science. Dilthey also rejects the popular practice of introspection as a mcans to understand lifc meanings.
Instead, he advocates hermencutics as a systematic interpretation of texts - written, spoken, and gesiural.
Hermeneutics, as the art of intcrpretation, includes the methodological approaches of scmiotics, narratology,
reception theory, and cthnographic inquiry. All these approaches arc concerned with making sensc of what
peoplc say, think, do, and act.

It is fundamentally Heidegger, cspeciatly his book Being and Time who extends the notior. of
hermencutics from a sphere of cpistemological speculation to an ontology of knowing and understanding.
In Being and Time, Heidegger (1962) advances the notion of dasein which broadens our understanding ol

human subjectivity. He thea places hermencutics in the centre of his analysis of dasein in showing that
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interpretation is not an isolated activity of human beings but the basic structure of life expericnces. The
way 1o explore dasein’s -being-in-the- world lics in the question of language because language is the housc in
which human beings dwell.

The opening up of the meaning of language in human existence by Heidegger is followed in two
different dircctions. Gadamer follows the German Romanticism of Heidegger and clevates the studies of
language into philosophical hermencutics, while Derrida represents Heidegger's Nietzschean side and
connects hermencutics with deconstructioni 1. The philosophical hermeneutics of Gadamer represents 4
movement of reclaiming tradition as the source of understanding while the deconstructicnism of Derrida
sccks to emancipate thinking from the binding power of tradition. These two schools of thought about
modern hermeneutics, although representing different ideas of foundation and tradition, bring in the
reciprocity between human conceptual efforts and the concrete in life expericnces.

Gadamer and Derrida represent, for me at least, a radical critique of understanding and inicrpretation.
The I - encutics of suspicion of Gadamer and Derrida kecp alive many methodological questions
throughout my research: To what extent can I justify the validity of my methodological concepts and
procedurcs? To whai extent am | justificd in assuming that I have a good understanding of the texts? Am [
always intcrpreting in sccing, hearing, receiving? What is the dogmatism behind storytclling? What
constitutes a picce of good descriptive analysis?

In Truth and Method , Gadamer (1984) deals with the issuc of truth and methed in three diffcrent
scctions. In the first section, &e discusses the question of trath from human acsthetic experichce. From
Kantian philosophy to German aesthetism, says Gadamer, we come to realize that many of the human
constructs such as the notion of beauty is a transcendental notion of mecaning. Art and aesthetics, says
Gadamer, form the denial of what we call scientific method.  Also, art and acsthetics offer an alternative
reservoir of human inquiry that can refute the notions of truth ¢~ method. The sccond part of the book
discusses the nature of human science from the basic question of whether cr not there is something called
“truth.” The scction cntails a discussion of hermencutics from Schicicrmarcher to Dilthey, stating that any
understanding is the fusion of horizons between the reader and the text (Gorizontverschmelzung). Truth, if

any, is a form of illusion and should be subjccted for appropriation tkrough history. The third section
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discusses language, and shows that language and thought are highly corrclatcd. Language is not merely o
1ol for communication but is the process of communication itsclf. The limited amount of language.
however, entails the limitless mcaning of language. The scarch for language is the scarch for interpretation.

With three corresponding arguments against truth and method, Gadamer dismisses the thousand
year long Western philosophy for the mistaken hope to develop methods thzat would provide it with "pure”
truth. His reason for rejection is that there is not a correct method for people to follov.. The scarch for
truth is itsclf a flawec conception toward human rclations with the world. In three lengthy scctions, he
makes explicit his underlying criticism of analytical philosophy, its logic system, its mathcmatical
language, and its sci~':« method of understanding which arc actually very limited spheres of knowledge.
All these spheres «+f biowiedge cannot help us to understand the lived, the emotive, and the sentimental
paris of human expericnce.

Gadamer cxpands the Romantic conception of understanding further in terms of the universalistic
and historic element of understanding. What constitutes understanding and knowledge, according 10
Gadamer, must always be worked out by dialogic discourse - a discourse between text and text, reader and
text, author and reader, text and interpretive community, text and history, and so on. Gadamer calls these
multifarious layers of voices "tradition.” Understanding docs not come automatically; rather, it requires the
subjcct of inquiry to have "an openness of mind, an ability to put oncself into the place of the author of the
book or the participants in the way of lifc” (Outhwaite, 1987). Interpreration is a serics ot endless give and
take cfforts, a back-and-forth of a many-sided dialoguc. The implication is that meaning cannot he
comprehended or grasped as a totality from any privileged mcthodological position. Understanding can
never be adequately described cither as objective consciousncss or as subjcctive or intersubjective agreement.
In the chainless circle of hermeneutic reflcction one cngages in, the possibility of the solitary investigator
modeled on the Cartesian Mind, or the Transcendental Ego, or the Intentional Conscivusness tissolves. 1l
is also this dissolving of solitude that makes hermencutics exciting and meaningful. As Gadamer says,
every encounter with tradition that takes place within historical consciousness involves a tension between
the text and the present. The hermencutic task consists of not covering up this tension by attempting a

naive assimilation but conscicusly bringing it out (Gedamer, 1984, p. 273).
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In the context of peace education rescarch, interpretation is a dialcctical and a dialogical process
between myself and the school participants.  The "hermencutic circle” propagated by Dilthey and the
“fusion of horizons" propagated by Gadamer best illustrate that understanding is always a mutual caterprisc
between the reader and the author and therefore avoids the possibility of an exploitative relationship,
Interpretive inquiry is not intended to do rescarch on people but together with people. The rescarcher docs
not act as a stimulus or registrar of responscs, but cnters into a dialogue with the other party and explores
some aspects of the social condition of humankind. Understanding always projects the unity of a shared
commitment, even if the single horizon enabling understanding is not given in advance.

Because of the dialogic, linguistic, historical and universalistic nature of any act of understanding,
heremencutics is more than a piece of interpretation. It is an act of verstehn and a praxis of phronesis. In
the hermeneutic tradition, verstchen cannot bc mapped onto a subjcct-object relationship, becausce
understanding always has the implication of living through something as against standing outside of it.
Verstehen is a form of practical knowledge, less in the technical sense of how to work something or how
to apply it, than in the classical scnse of phronesis, or knowing how to act, that is, knowing what a
situation’ calls for in the way of action. "Practical” in this antique scnsc has rather 1o do with moral
knowledge than with know-how. In this context I regard the rescarch in Jubilee Public School as a form of
phronesis and an act of commitment.

Philosophical hermencutics, as the art of interpretation cspoused by Gadamer, has a number of
inadequacies and contradictions. In delineating the primacy of language in human cxperience and "tradition”
as the foundation for understanding, Gadamer overlooks the possibility of communicative distortion.
Habermas cngaged in long debates with Gadamer about the nature of mis-understanding through the medium
of language and suggests the practical interest of understanding and critical interest of cmancipation. In
Gadamer's work, so Habermas argucs, idcological distortion or misunderstanding caanot be detected because
Gadamer foresces that understanding among participants would not be hindered by structural forces.
Deconstructionism takes up Habermas's argument and raiscs the problem of interpretation 0 4 morc

complicated issuc than the model developed by Gadamer. Derrida is onc of the many important
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According to Derrida, the problem of interpretation arises not only from the nature of the verbal
jntention of the text but also from language itsclf. Because the objective meaning of language is
something other than the subjective intention of the author, a text may be construed in various ways. The
priblem of multiple interpretation is re-invigorated as an opportunity for frecing interpretation from its
dependence on the author's intention, which is oftcn unknown (o the interpretive community. In addition,
Derrida cannot agree with the metaphysical ramifications of Gadamer's hermencutics. For Gadamer,
hermeneutics refers to the scarch for a “better” meaning of a text, a situation, or a world. In contrast,
Derrida qualifics his enterprisc of interpretation as an active interpretation secking legitimacy on no ultimate

ground. Derrida disqualifics the hermeneutic circle as the only genuine mode of philosophical investigation.

This disqualification is based on his belicf in the transformative power of language. Sturrock (1979) says:

Again, Derrida’s celebrated »deconstructions” of the philosophical and other writings he

has analyzed, in which he brings to light the intcrnal contradictions in scemingly

perfectly coherent systems of thought, constitutc a powerful attack on ordinary notions of

authorship, identity, and scifhood, since they arc a demonstration that, even when it is

being uscd most consciously, language has powcrs we cannot control. Derrida himself

exploits the alarming “"productivity” of language to destablize existing philosophical

systems (p. 14).

Conceptually speaking, deconstruction is a form of skcpticism about the linguistic clement of our
sign systems. Derrida provides an important insight into our understanding of dcconstruction when he
advances the primacy of writing over speech in hermencutical sciences. In writing, says Dervida, the
semantic autonomy of language becomes fully manifest. In living speech, the subjective intention of the
speaker and the meaning of the text often overlap in such a way that it is the same thing 10 understand what
the speaker means and what the discourse means. In writing, however, the author's intention and the
mcaning of the text may ceasc to coincide. The tcaring apart of the text's meaning (rom the author's

intention fourishes to an infinitc horizon of meaning lived by the intcrpretive community. In turn, it

opens up the possibility for hermencutics and gocs beyond the hermencutic model of Gadamer.



Research schedule

The rescarch consists of two scctions: vidco analysis and cthnographic inquiry. Four scts of media
materials fcaturing Jubilce Public School that have been broadcast in the city arc chosen for vidco analysis.
Through special request and arrangement, all four scts of programmes are cither bomowed or duplicated from
the 16 mm film inte videotape through the Instructional Technology Centre of the University of Alberta.
Upon completion of the disscrtation, the tapes would be returned and destroyed. | started the vidco analysis
in November 1988 and finished in May 1989.

Preliminary czhnographic rescarch was attcmpted in Jubilce Public School from January to May
1987 before 1 finalized the cthnographic methodology in my candidacy cxamination in December 1987,
During the preliminary study, a one-time conversation was held with the principal, three monthly
conversations and obscrvations with two teachers, and two bi-monthly conversations and obscrvations with

two students. The topics of the conversations are summed up in Figurc 6.

Figure 6 : Topics of Conversation from January to May, 1987

Principal (Fcb &7): Educational lcadership

Teachers A,B (Jan 87): ESL program (Wholc Language Approach)

Teachers AB - (Mar 87): Student behavioural and learning problems

Teachers A,B (May 87): Multiculturalism and citizenship cducation

Student A (Apr 87): Understanding the voice of an cthnic
student's silence

Student B (May 87): Understanding the family vioience of

an Orientaf student

The main part of the rescarch was resumed ftom Scptember 1987 10 April 1989, Owing to ime
constraints of the principal, two additional conversations were held with the principal. Two new teachers,
Linda and Wilson, were recommended to participatc in the rescarch as the former two teacher participants
left Jubilee Public School in July 1987. A monthly conversation was schedaled with Linda and Wilson
from Scptember 1987 to February 1988. The schedule was followed with Linda but Wilson withdrew [rom

the rescarch in December 1987. The conversations with the principal and the two teachers were held inside
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the school buiiding and were taped. Full transcripts of the conversations were typed and given back to
participants for fecdback and clarification. Those transcripts in turn became the starting points for reflection
and the basis for new conversation topics.

After finishing the rescarch with the principal and teachers, four other adult participants and two

students were invited to participate in  regular conversations. The four adults were the custodian, a

voluntcer, a parent, and an adult ESL class learner. They were invited to participate cither because they
showed interest in my study or because I happened to have cstablished a close and trusting relationship with
them. Frequency of conversations with them varied from once to three times, depending on their
availability of time. Through the custodian and the parent participant, I was introduced to two students,
Scott and Thanh, who later become student participants. An cqual coverage was aticmpted in terms of
participants’ characteristics, such as cihnicity, scx, age, and working expericnce with the school. Two
student participants and the adult ESL class learner were Chinesc and we had our conversation in Cantoncsc.
All of the conversations were taped and partial transcription was aucmpied. Transcripts were not given back
10 them because they scldom arouscd feedback, correction, or clarification. [ initiated the topics in the first
conversation with individual participants. Subscquent topics emerged by themsclves during the flow of the
conversations. The topics of the conversations arc summed up in Figure 7.

The ficld rescarch of obscrvation and participation started from Scptember 1987 to April 1989. It
covered three academic school ycars. From September to November 1987, 1 voluntecred mysclf to tcach
the morning session of the adult ESL class. The three months' volunteer work filled a need of the school
and helped me become acquainted with the community programmes and thc community people. | managed
1o become acquainted with the adult ESL lcamncrs, senior citizens, the long-term and temporary voluntcers
of the school. Ethnographic obscrvation and participation was scheduled once a month, which usually
lasted from onc and a hall hours to three hours, depending on the nature of the school cvents. Figure 8 is a

list of my involvement with the school activitics during the year of 1988.
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Figure 7 : Topics of Conversations with Participants
from September 1987 to December 1988
Principal (OcL 87): Reflecting on the fifteen years of educational
lcadership
Prircipal (Dec 87): Scarching for the mecaning of peace and hope
in Jubilce Public School
Teacheér C (Not 87): The vision and mission as a new teacher
Teacher C (Dec 87): The uniquencss of the Grade 5 classroom
Teacher C (Jan 88): Sensing power structure in the school
Teacher C {Mar 88): Teaching the nuclear issue
Teacher D (Oct 87): Dealing with resistance behaviour
Teacher D (Nov 87): Rethinking teacher clfectivencss
Custodian (Jun 88): Understanding the meaning of school custodian
(Jul 88): The history of the school and community
(Scp 89): The meaning of community and communal living
Volunteer (Feb 88): The meaning of being named "Mother Theresa”
(Jul 88): A portrait of a native woman
(Jan 89): *What can the school do for me?"
Parcnt (Jun 88): "What is my plan for my son?"
ESL lcamner (Scp 87): The JPS community
(Oc1 87): “What is it like to be an immigrant?”
Student C (Mar 88) "On wanting to be somebody”
Student C (Jun 88) "My weekend”
Student D (May 88) The memory of war cxperience
Student D (Jun 88) Hope and drcam

Figure 8 :  Ethnographic participation and observation
of school activities in 1988

- annual cclebration of Chincse New Year

- school asscmbly

- citizenship court

- teacher cffectivencss workshop

- pancake day

- fica market

- scnior lunch

- witnessing the film-making process of the Access Network
programme featuring the school
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Two log books were kept with all the ficld notes about the participation and obscrvation
expericnces. Together with the conversation transcripts, a thematic analysis of the rescarch material was
conducted and was written in the form of storics. Copics of the stories were given o the principal and
rcachers for additional comments. For the students and other adult participants, the stories were read Lo
them cither in English or Cantonesc, inviting comments and thoughts. It was undcniable that that my
mother tonguc of Chinesc cnabled me to gain access (0 various undefined parts of the school structurc. 1
appreciated the principal’s consent to my request of writing up specific cvents in the rooms or place where

the cvents took place.

Reflection: Research as a praxis of ethics

The theoretical portrayal of an cmpowcering model of research lays down important dictates of
rescarch praxis. However, cerain uncxpected arcas of concern need to be reflected upon in order to uncover
the cthical dimension of the rescarch activity. A particular urgency to reflect upon these cthical issucs is
required in view of my intention of doing peace cducation rescarch with a peaceful research methodology .

At the beginning of the research, 1 found myself particularly drawn to the "undesignated” arcas and
"undesignated” people of the school. There were facts about Jubilee Public School that had never been
portrayed or heard of in the media. Thosc hidden facts were always observed in the unofficial territory of the
school, at the margin of the school time, and from the periphery of the school population. The spacc,
time, and people from the periphery allowed the things to stay as thcy were. My personal interest in
interacting with the "unimportant roles,” my [ricndly and open attitude towards the working class, and my
ability to converse in Chinese facilitated the access to many hidden facts. The patterns of interaction and
the supportive intimacy between the "undesignated” population of the school and myscll sometimes
produced skepticism and an distrustiul relationship with thosc in power. In some instances, skepticism
would wen to ‘back-talking,” isolation, unfricndly greeting, and cven racist and scxist denigration.

One afternoon in carly January 1987, the whole school was busy in preparing for the annual
Chinese New Year Celebration. At about four o'clock in the aftemoon, 1 walked around the school building

witar 1 fimiched 4 vicit 10 the erade 2 classroom. T walked by the music room. The door was open and 1
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could sec a group of students putting on some costumes. The tcacher was sitting in the middle of the
students, doing some paper work. 1 knocked at the door and greeted the te~-“er and students politely by
saying, "it's been a busy day!" The teacher raised up her head, gave me a grin, and then said i a
considerably loud voice in front of her class of students: "please step out of the classroom, T do not have
time for any questions.”

It was a Saturday moming in mid Junc 1988. Jubilee Public School held a flea market
fundraising for a camping trip for students. [ arrived there at about cleven o'clock with my family. 1t wis
not a busy morning. We brought along some cakes for the food table and bought some items from the
houschold table. By noon, the fica market co-ordinator indicated to the voluntcers that they could tidy up
their tables. In picking up an cgg holder and not knowing what it was, I asked the (lca inarket co-ordinalor
what the utensil was. She responded with intense contempt, saying that it was unbelicvable for a doctoral
student who did not know what an cgg holder was.” [ felt hurt at that particular moment and just did not
know how to respond.

There were numerous instances in which my English accent would sometimes be a source of tun-
making when [ asked the peopic from the generat office to duplicate some sheet of paper. My un-soctable
personality and the tendency to keep quict in group discussion or conversation would sometimes be ridiculed
as an incompetence in abstract thinking or language proficicncy. All in all, the difficultics | encountered
throughout the rescarch process raised the cthical question of how to relate oncscll with the "not-sell?” Is it
not true that the historical human relating between sclf and other is one of violence? How should onc
rethink the nature of human relationship and render it as a pertinent issuc in multiculturalism, in cducation
for international understanding, and cducation for global responsibility? These yuestions ook up particular
mcanings if we considered the fact that the context that gave risc 10 the questions was a school that had been
consistently portrayed as a blucprint for pcace education, a model of multiculturalism, and a community in
which people were respected for their identitics and traditions.

The study covered a comparatively long period of five years from 1986 w 1990. The diachromic
aspect of the rescarch urged me to explore relations between structural and personal clements of schooling,

with a view to locate contradictions between the two spheres. Also, the diachronic nature of the rescarch
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cnabled me o recognize that cthnographic data was produced collaboratively with the rescarch participants.
While I needed to recognize personal implication in the production of data and began to include myself in
the analyses, at the samc time, | also nceded to redefine empathy as a framework [ brought to the
hermencutic clforts. The nature of co-authorship gave rise to the tension between research and evaluation.
Was the rescarch at Jubilee Public School an cvaluation study? Did the research posc evaluative threals to
the participants and the school? Did I want to doan cvaluation of Jubilee Public School?

To answer these questions, 1 had 1o rethink the motivation of the study. 1 did not cnter the rescarch
with a certain definition of what pcace cducation should be. Nor did I enter the rescarch with particular scts
of rescarch quustions and then cmploycd them to gauge the cducational cndcavours of the school. The only
assumption | brought to the rescarch was that, given the past history and the prescnt policics of the school,
it posscssed unique potentiatitics as well as difficultics in becoming a site of praxis in pcacc cducation. An
investigation of these potentialitics and dif ficultics was not intended to cvaluate the school but to broaden
our understanding of what the school has been doing, which in turn would decpen our understanding of the
meaning of peace cducation in a school system.

The problem of democratic participation was much more complicated than | originally thought.
Permission to conduct the rescarch was sccured officially from the Ficld Services of the University of
Atherta and the school board. A sheet of rescarch cthics was submitted and approved by the Rescarch Ethics
Committce at the University. Participants were promiscd the rights to participatc and to refusc, the
principles of privacy, confidentiality, the right of negotiation from spoken dialogue to writtcn text, and the
release of information. All these rights became problematic once they were put into a relational context .
When 1 told a parent participant that I was interested in knowing her storics, she responded quickly with
another question: "why is it that the public has the right to know my family lifc?" For her, the right of the
public 10 know conflicted with the carlicr agreed upon rights to privacy, confidentiality, negotiation, and
relcase of information. How could the rescarch cthics be reconceptualized so that the conflicts between the

right of the public to know and the protection of individual privacy and confidentiality for participants could

be resolved?
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The most significant cthical guestion was to how take the responsibility to make the rescarch
situation as safe as possible for all panicipants. My ability to project a genuine acceptance of the
participants’ vicwpoints, to bring forth an cmpathy and caring awtitude towards participants’ fcelings, and to
meet the expectations of the participants were central to creating a safe situation.  As far as cthnographic
conversation was concerned, 1 think [ have achicved a certain success with most of the participants except
with the principal, the two teachers in my preliminary rescarch, and the new male teacher who quit the
rescarch after being involved for three months. There were mary factors contributing 1o the situation:
limitations of time, incxpericnce in handling human relationships at the beginning stage of rescarch,
unawareness of language usc in making a criticism, inability to articulate certain curriculum concepts in a
classroom language, and a comparatively shy way of handling human rclationships. 1t scemed 10 me that
supportive relationships were particularly difficult for me to sccure if the other party had comparative power
in the school system and was whitc by cthnicity. Would it be that the failure in sccuring a supportive
relationship was a result of preconceived differences in terms of age, sex, expericnce, cthnicity, and power
rclations?

On reflection, there are many cthical concerns in the rescarch activitics that speak 10 the concept of
peace dircctly and indircetly. The difficultics 1 have cncountered pose the challenge of relating peace from a
mectaphysical concept to cthical concern of human actions. In the following three chapters, the research
cxpericnce of personal cmpowerment in fighting against discrimination and injustice will invariably inform

a positive conception of peace, an cmpowcering model of rescarch, and a humanistic ideal of pedagogy.



CHAPTER IV
TOWARDS A CRITICAL READING OF PEACE AND HOPE:

DECONSTRUCTING A TWENTIETH CENTURY TALE OF SCHOOLING

Media environment, social mythologies, and semiotic consciousness

Over the years, recognition of Jubilee Public School by thc media has been exceptional. The
School has been featured in numcrous tclevision ncws broadcasts, documentaries, and public affairs
programmes. These programmcs noted the following: outstanding educational lcadership, a pool of devoted
staff and volunteers, socially disadvantaged student population, innovative pedagogical approaches,
provision of multifarious social services. a blucprint for tcaching peace, and a model of partnership in

cducation. Consider the following narratives from various media broadcasts:

N#1
For many of us, multiculturalism, tolcrance, and understanding arc mere words.

Idealistic jargon that sounds great in a public forum but rarcly works at the community
level. This is onc of those rarc storics. For over fiftcen years the Jubilee Public School
in Kaskitayo has been practicing what it preaches. The community school is a working
mode! in diplomacy and strength through cultural diversity, It's a special place that's been
recognized by world class educators as a blueprint for tcaching peace.

Pcace education is not an issue for debate here at Jubilee Public School. It's an
integral part of the curriculum that cmphasizes love, tolerance, understanding but most
importantly, respect for one another (Educational Channel, 1985).

N#2
The Jubilee Public School in Kaskitayo, Alberta, is a casc in point. In this

inner city community, with its high pereeniage of rccent immigrants and more than its
fair share of cconomic and social problems, the principal has carncd an intcrnational
reputation for creating a harmonious and successful community school (Educational
Channcl, 1988).

N#3

A question. Is there a place on this carth where people behave toward one
another with care and trust, with respeet and with love. We find such a placc. We find it
in Canada. We find a school (Public Channcl, 1986).

94
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It goes without saying (hat contemporary social existence is a media environment and media
criticism becomes a key departure for critical theory and radical praxis. Television has now become 4
powerful instrument of lcaming and cxpericncing. The media productions about Jubilee Public School, in
constantly denying its mode of production and continually manufacturing for its audicnces a scamless flow
of "natural” images, docs not aid in our understanding of the school, although public interest in the school
may have been fuclled. These televised programmes caution me to critically appraisc the meaning of
modern pedagogy in a media-saturated cnvirenment. Some of the semiotic concerns that can be formulated
as rescarch questions for this chapter arc:

- How can onc make sense of the media represcntations of Jubilee Public School?

- Whose interest do the media represeatations scrve?

- Do the televised matcrials about Jubilce Public School operate in the interest of oppression or

liberation?

- How arc human subjectivitics, intcraction, and activity forged by the media materials?

- How docs the politics of signification structure the problematization of expericnce?

- What docs the the media analysis contribute to our understanding of Jubilee Public School?

- How docs the media analysis suggest the way we look at pedagogy, media, and culture?

. What is the cmerging concept of fiteracy in this cra of mass information?

A scmiotic analysis of Jubilee Public School would address the themes of peace, culture and
pedagogy in very different ways. As poinicd out by Giroux (1988), modern emancipatory pedagogy cannot
lcave out a discussion of the cultural politics of mass information culture. Onc starting point for critical
pedagogy, according to Giroux, is to bring a critical reading of mass culture into a discourse with social
mythologics. To live comfortably amidst mythologics and to reject hermencutics in cultural criticism
obscures the nature of social life. Life and expericnce, for the most part, are not given and so must be
interpreted. To refuse the interpretative dimension is to reduce cultural criticism to description of surface or
a cutting off of radical politics. Barthes (1972) calls this non-cngaging attitude with cultural myths the

“irresponsibility of man”:
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Myth deprives the object of which it speaks of all History. In it history cvaporalcs. Itis
a kind of idcal servant: it preparcs all things, brings them in, lays them out, the master
arrives, it silently disappears: all that is ieft for one to do is to cnjoy this beautiful object
without wondering where it comes from.... This miraculous cvaporation of history is
another form of a concept common to most bourgeois myths: the irresponsibility of man

(. 27).

Semiotic consciousncss towards Jubilee Public School is a form of cuitural criticism. It
represents a radical questioning of the logic or foundations of modern cpistemology. The semiotic inquiry
in this Chapter, through utilizing the model of television criticism of Barthes, Metz, and Allen, is intended
as a process of gaining cultural litcracy about how cultural texts work, how meaning is produced in the sign
system, how telccommunications and information processing turn out to be social contradictions, and how
a ale of peace and hope in modem pedagogy can be read critically. Semiotic study of Jubilee Public School
is therefore an inquiry into the cultural problems of our age.

The starting point of semiotic consciousncss towards Jubilee Public School is an uncasy fecling at
the sight of the "naturalness” of televised storics. These storics dress up a reality, which, cven though it is
the onc we live in, is undoubtedly determined by history. In short, I resent sceing Nature and History
confused at every turn, and [ want to track down, in the decorative display of what-goes-without-saying, the
hidden ideological abuse. The resistance against mediated message became the first step of critical literacy.

Etymologically speaking, the word “media” indicatcs an intentional change from the original.
Numerous rhetorical techniques arc employed for this kind of iclevision mediation. The sclection of topic
and a final title, the angle of cach shot and the set up of the gencral camera crew, the prescntation of visual
images and the sound cffect, the narative of the anchorage person and the total interpretative framework, arc
all mediated choices. Many of these choices, however, scem S0 natural and spontancous that audicnces have
a difficult time recognizing them at all. In witnessing the film-making process of the Educationai Channcl
programme about Jubilee Public School in March 1988, I remembered very well the fecling it was film -
cdited, constructed, rehearsed, scripted, and staged. Many of the filmed cvents happened just because the
camera and erew were there. One teacher and one parent being interviewed in the programme rchearsed and

revised their speech with the production director and the principal. What they said and meant in front of the
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camera was not simply their structurc of thought but a school ethos asserited by the school authority and
bought by the camera crew. When 1 watched the same sequence over the television in September 1988. the
mechanics of producing mediated images were concealed and rendered invisible,

A critical understanding of media materials will therefore involve a reversal of the process through
which a medium selects and edits material into a polished, continuous, and scamless flow. In order to do
this, the rhetorical techniques of iclevision production such as selection, exploiting the ambiguity of visuzl
evidence, combining image and linguistic text, suppressing the existence or effcet of camera, film and sound
cditing, interpretive framework, visual coding, and narrative would be discusscd in relation (o the contents
of the four scts of media materials about Jubilee Public School.

Broadcasters not only producc media products but also producc media audicnces - consuming
audiences, negotiating audicnces, problematizing audicnces. Different kinds of audicnces have dilferent
rclationships with the text. Reception theorics arguc that the meaning of cach programme resides not
within the text but in the interaction between audiences and text. An investigation of the meaning of any
media programme must, first of all, investigate the relationship between the ext and the reader. What is
the relationship between the media materials as texts and T as an audicence and rescarcher of the media
materials? How should I make sense of the texts in view of the relationship and responsibility I have with
the school? Is liberation from the texts absolute and possible for me as an cducational rescarcher and, at the
same time, as a {ricnd of the school?

Reing an audience as well as a rescarcher of the Jubilee Public School vidco materials, I hope to
bring together the intra-textual and the extra-textual meanings of the storics of the school and steer toward
an ideological analysis of the media materials. Through the muitipic relations that exist among the school,
vidco materials, and I as an cducational rescarcher, I hope to restore the complexitics of the school which
have been frozen and rigidificd in the televised programmes.

Technically speaking, I employ two specific methodological sequences in reading the storics ol the
vidco materials featuring Jubilee Public School. First, by "shredding” images from their commentarics and
narration, I hope to be morc cognizant of the full range of meanings implicit in the visual images in spite

of the tendency of the accompanying commentary 10 “close” on a particular preferred meaning. The seeond
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reading would be donc by “shredding” narratives from their images which, hopefully, would allow me to be
more present with the auditory signification - speech, noise, music, laughter, classroom sequences. It is an
intentional breaking off the parallel between significrs and significd, that is, the visual and the auditorial.

In doing this, I hope the unmediated zonc of mcaning in modern pedagogy can be clevated.

Watching "A Peaceable School” and reading tales of love

The “Turning Point” scrics by the Public Channel is a highly acclaimed documentary which has
since won more than scventy international iclevision awards. Topics covered by the series arc numcrous
although it tends to have a focus on cthics and spirituality issues. In 1986, Jubilce Public School was
featured in the scries and titled it "A Peaccable School” The show was a high quality production in terms of
pictorial coverage, sound cditing, and commentary. It was a mini cthnography of Jubilce Public School by

the Public Channcl camery crew during Halloween 1985. The programme started with an oricntation

introduction, had several plots and a climax, and ended with a conclusive ending. The oricntation

introduction started as follow:

N#4
A Question. Is there a place on this carth where people behave toward one

another with care and trust, with respect and with love. We find such a place. We find it
in Canada. We find a school.

The camera then shows images of the Kaskitayo downtown and the Alberta river. Joyful music

sncaked in. from weak and low tonc until it reached a level of solid clarity. Then comes the next narration:

N#5
Alberta, the city of Kaskitayo. The brown bricks school looks as if it is nasty

among the cxpensive business towers. But the camera arrives by half a dozen blocks.
The Jubilce Public School is in the poorest, toughest part of the city. Somc young
professionals, a lot of new immigrants, transicnts, boarded up storcs, shabby apartments.
Hookers and drug dealers, working their trade in a sicazy hotel. Onc moming, on the
school grounds, a drunk was found, frozen (o death. A couple of the children said, "Let's

usc the body for show n tell.”
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Accompanying the narration was the visual image of an October carly morning of downtown
Kaskitayo - clegant-looking busincss tower, chilly weather, busy traffic. Within a sccond, the camera crew
moved to onc block cast of the downtown arca - the inner city. The visual presentation contrasted
dramatically with what we had just sccn a sccond ago - an Oricntal woman crossing the street in 2 hurry,
frames of the ncarby shabby hote!s, closc-up shots of the Jubilee Public School community, and finally the
school ground of Jubilec Public School. It was a snow-covered playground with tightly dressed children
running around. The mutual referentiality between the visual images and the audio commentary of this lirst
minute of opening credits scquence was very powerful in shaping the context for the half an hour
programme.

The camera then moved inside to the school building and shot images of the principal, who was
busy shaking hands with children, saying "hi" to every kid he met, and hugging some of the smaller kids.
This opening credits scquence, a movement of place from the inner city district of Kaskitayo to the Jubilee
Public School school building, a movement of time from the physical time of onc carly moming in latc
October 10 the school time of morningness in Jubilee Public School, produced irresistible impression of
warmth and protection, and the principal as a symbol of love, carc, and trust. Why had this irresistible
good impression of the school been produced just in onc minute's time?

The first minute of programmec fully cxhibited the rhetorical technigues of sclection, sound cditing,
narration, and anchorage. Without cxception, media storics were writtien "backwards” in terms of spatiality
and temporality. So was the story of "A Pcaccabic School.” It started with a journalistic theme and facts
were then organized around the theme. By uming the temporal and spatial factors inward, the linc between
facts and interpretation was blurred. Yet, the media usually claimed ideological innocence by just reporting
“the facts.” The origin of mythopoctic language in "A Peaccable School," according to semiotics, lay in
the rhetorical question that was posed by the narrator at the very beginning of the programme. The answer
to the question was alrcady assumed cven before the question was asked. Yet, the question scrved as a
narrative significance in which the audicnce was socially conditioned to hear the structure that gave form o

the narrative recounted after the opening credits sequence. That significance might be the narrative significd
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- the plot - but was morc likely to be the purcly social, situational context in which the stories were told.

Like a language, tclevision mythology was a determined way of secing. Located between nature and that

which would supplement nature, myth was always caught between a certain reality and pure fiction. Myth

filled the gap of origins and functioned as a mediator, as the putting into play of a new symbolic order.
The ideology of sound worked in similar way as the ideology of the image. Somctimes, sound

could better sustain television illusions because a recorded sound-track secmed to have a morc unproblematic

relationship with the original sounds which had been recorded. Again, we had to realize that there was a

multiplicity of choiccs in sound cditing, in the decision of whose voice got heard and whose did not, the
time duration of cach sound unit, and the way of shaping the sound cffccts. The permeation of children’s
laughter and joyful music throughout the programme of "A Pcaccable School" was a mediated choice,
r.flecting what the camera crew had in mind about the school before they saw anything happening in the
school.

Another force of television hegemony came (rom the narration, which was a form of imposition of
meanings rarcly recognized by the audience. There were several reasons for this reading insensitivity: the
predominance of visual images and sound effect, the assumed authenticity between the visual and the audio,

the hidden interpretive framework of the broadcaster, the trust cndowed to the anchor person, and numcrous

modes of visual coding. Masterman says (1986):

In spitc of the fact that media images are sclceted and cdited to produce particular effects,
however, the media stil! rarcly allow us to judge the images they preseat on their own
merits. As the audicnce, we arc habitually nudged in the direction of this or that
interpretation, pushed into simple unproblcmatic positions from which the cvents
depicted may be viewed and cvatuated (p. 165).

Commentary would be very powerful to shape audience's understanding if the anchorage was a
television personality. In "A Peaccable School,” the anchorage person was highly acclaimed for his long-
standing familiarity with television audicnce. Through controlling the programme’s meta-discourse such as
linking, framing, commenting, and placing of cach item together, audiences could casily be led to onc and

only onc way of rcading and vicwing.
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Demarcation of love and charity in educational theory

The story of the programme foliowed logically and smoothly. With the main theme of Halloween
countdown, the audiences were introduced to the different people of the school onc after another - the
principal, the custodian, the teaching staff, the parents, and the volunteers. Structurally speaking, the story
was organized around a rhetorical question and ended with a conclusive ending. In its visual aspects, there
were many frecze-frames of hugging, smiling, and friendly chattering. Thesc visual images carricd an
illusionary reality and a magical fecling that had the viewer feel almost in "the peaccable school,” and not
watching a media production. In its non-visual aspects, the perspective was orchestrated with charismatic
anchoring, joyful music, bursts of children’s laughter, which cued viewers irto geuing the happiest
experience of the school.

The programme capitalized on the metaphysics of presence as another form of television illusion.
The utilization of visual evidence casily cstablished a consciousness of what Barthes called the subject's
"having-becn-there.” Many frames, although weak and ambiguous in mcaning, could appear as irrcfutable
cvidence to authenticate a particular vicwpoint. Ambiguity of mcanings could also be reduced when certain
captions or commcntarics were put together with the image. By doing this, it could pin down to onc
preferred interpretation from the many which were potentially available.

The way that Jubilec Public School was portrayed as "a peaccable school” direcied our atiention 10
the institutional scparation of Jubilec Public School as a good school and its ncighbourhood community.
A contrast was made prevalent to the physical and social scparation. Every camera shot and commentary
about Jubilee Public School implicd that "this is cducation and this is a good school.” The separation
"spoke" powerfully because it significd the important scparation of legitimated knowledge and forms ol
lcarning from wider social relations. In the words of the principal, the scparation was very important lor

the people of the school because the loving school could almost stand in place of a "home:"

N#6

This is my sccond family. And [ always rclaed 10 the children that we arc the
parcnts away from home, and this school is the home away from home, and we can share
a lot with cach other. And I always try to stress feclings about cach other wherebhy we
can put our arms around the young and say, "Hey, you'rc okey, you'rc a human being.
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N#7
When [ see that my children have two parents, have love in the family, have roof

over their heads and so on, and I come to the school and I found that these things are
lacking here, it gives me motivation 10 do something about it.

The intentional scparation of the school from the the neighbourhood community by the camera
crew heightened the image of the school as a charitable organization. Creative educational endcavours of the
school were portrayed as a form of charity by the school authority in the sense of compensating for what
had been deficient in the outside world. This demarcation of charity and love revealed the numerous
oppositions between the explicit textual meaning and its implicit subtextual mcaning. The guiding thcme
of the programme pointed to the notion of "love," but the pictorial coverage and commentaries had instcad
pinned down to the notion of "charity.” Jubilec Public School, according 1o the documcntary, was a
charitable institution - for the poor, the cthnics, the aged, the refugees, and for people with any kind of
deficiency. The principal was an outstanding cducational leader because he was a most charitabie person.
He fed the kids, washed them, clothed them, and even did the same to the kids' parents and grandparents:

N#8

Reporter:  You also feed the kids here. How docs that start?

Principal:  Again it gocs back to 1970 when we discovered that some children were
coming to school without breakfast for whatever the reason. So, we decide
to serve breakfast to the students because 1 believe that unless the basic
physical nceds arc satisficd, effective lcaming will not take place.

Reporter:  Afier four test years, the provincial government stopped for moncy.

Principal:  Following that, we went to the public at large to ask for donations, and
today, we arc ablc to continuc scrving a nutritious snack.

We have familics who may not be able to afford a lot of clothing. We have
some of the new Canadians who may have come with their suitcasc and do
not have a lot of resources. And again this is onc of the basic nceds to be
satisficd. Therefore we have collected uscd clothing which we re-distribute
not only among the children but even among the parcnts and the

grandparcnts.

N#9

Custodian: Nobody pushes the kid away. If they want a hug, we give them a hug. If
they want a kiss, we give them a kiss. And it works. You get it back
tenfold. Well, you know, kids come to the school, and lot of them have the
shocs with the holes on them, which I provide them with shocs that are in
rcasonably fair condition 1o keep the fect warm and keep water out. Like
people come from other countrics, they don't have anything. They might
nced a bed, they might need a chesterficld, table and chairs. So we go
ground and take it to them.

Reporter:  So you don't just go ground to the school?

Custodian: No no. We go ground 1o cverybody and anybody.
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Similarly, cvery member of the teaching staff and voluntcers were doing charitable business.
Teaching English was an cxtraordinary job for the language arts teacher because of students’ apriori
"language deficicncy.” Music lessons werc a gencrous offer by the music teacher because “in this area, |
don't think I can find one kid from the whole school that's taking piano lessons at home," to quotc the
teacher's own words. Even the cubs and brownics activitics were made available to the children because the
school made special arrangements. Education at Jubilee Public School, by definition, was a charitable

business. Students were clients and recipients while teachers were benefactors.

The experience of educational dis-empowerment

What was the true meaning of cducation in Jubilce Public School? What was wrong with
pedagogy when it was guided by a notion of charity instcad of an expression of love? The charity notion of
cducation was a very dis-cmpowering notion of cducation. First, it assumed a deficiency model of student.
Sccond, it assumed a benefactor-clicnt relationship between adult and children and dispensed with the
original meaning of pedagogy. From the cthnographic conversations with some of the students, it was
clear that some students fclt very annoyed and ashamed of the school because of the media images of the
school as a charitable institution and the students being portrayed as recipicnts of the charity business. My
cthnographic understanding of the school also confirmed that the greatness of the school lay beyond the
boundary of charitableness. And if Jubilec Public School was recognized as a "blucprint for tcaching
peace,” the charity notion of education in J ubilee Public School was a contradiction 1o what peace education
was all about. While it was the school's manifest policy Lo tcach cmpowcrment and climinate power
rclations among people, it was the latent hicrarchical order that characterized the hidden curriculum of the
school.

What was cducational cmpowerment? The issuc of power is a central concern in cducational
theorizing: cducation has been theorized as a form of political struggle (Freire, 1970; Giroux, 1988); an
cconomic domination (Bowles and Gintis, 1976); a social reproduction (Bernstein, 1975; Bourdicu and
Passcron, 1977); an ideological apparatus (Gramsci, 1971; Apple, 1986). In the nuclear age, an increasing

concern of power was voiced, especially the problem of "empowerment.” This concern for "empowerment”
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differed significantly from the main discussion of power in education. Traditional understandings of power
in social scicnce always had a bias toward power over implication: domination, incquality, conflict,
competition, lincar causality; and so forth. The issuc of cmpowerment in peacc education was a concern for
expericncing power as a personal and inter-personal ability. The distinction between "power over” and
“power with” was that "power over” was an cxpression of sickness, oppression, and alicnation, whilc
“power with” was the expression of heaith, liberation, and community. The distinction between the two
concepts implicd different cthical amplifications for social action.

In applying the power with notion into cducational practices, there were important corollarics for
lcarning, knowledge, and development. Under this paradigm, learning was not the taking in of ncw
information but an intcrnal and subjective action of inquiry and discovery. Knowledge was personally
acquired and not given in cach of us as fixed and finitc truths "out there.” In terms of development, it was

personal growth as transformation and transcendence of powets alrcady present.  School as a charitable

organization for those labelled as deprived cased away the transcendental ability of the students and tcachers.

The phenomenology of hugging : Caring as themes of educational theory

Every social institution has its own rituals whercby individual members can interrclate with onc
another in their public life. In Jubilce Public School, a number of rituals were publicly acknowledged as
the school ethos. Amongst the many notable school rituals was the phenomenon of hugging. Throughout

the programme, storics and rituals of hugging were claborated in various narratives:

N#10

Principal: Every human being is a very special human being. And the children who
come 10 this school arc equally special and unique. Everyonc is unique.

Reporter:  Tell me about this. How do you remember kissing?

Principal: I firmly belicve that through the scnse of touch, you can transmit a lot of
feclings. When I came to this school in 1970, and 1 had discovered that there
were a lot of children who came from single parcnt familics and in some
cases there wasn't a male whom they can model. And in my cstimation, they
lack this family pat whereby you can say “you're OK, you're a special human
being.”

Reporter:  The school custodian, Mark.



105
Custodian: Nobody pushes the kid away. If thcy want a hug, we give them a hug. Il
they want a kiss, we give them a kiss. And it works. You get it back
tenfold.
Reporter:  Becausc it's amazing. | walked down the hall this morning and I was hugged
about six times.

..............

Sccrctary:  There is more touching, more showing of feclings, where you don't think
anything of hugging a student or another staff member.

--------------

Teacher:  The first welcoming note was Richard. The sccond was the staff. The stalf
was fabulous. | was welcome with open arms.  And the third, the children,
1o throw in. It's just a diffcrent, it's like my sccond home. [ come from my
little apartment with my husband into a big family. And it's very rewarding
when your lesson just won't work but you get a hug at the cnd of the day and
children arc smiling. That's what's rewarding about the school. 1 love to be
back here.

The phcnomenon of hugging in Jubilce Public School became very notable not only because the
sense of touch had a unique place in the principal's structure of thought but also because it was widely
publicized throughout the media. The mcaning of hugging in the Jubilec Public School context gave added
significance to the scnse of touch and the phenomenon of hugging itsclf was an cnhancement of real cvents,
an attempt to persuade the audicnce that the cvents of hugging was to be rcad in a certain way. By repeating
the images of hugging again and again in the media, the phenomenon of hugging became a rhetoric of the
school whereby the intention of broadcasting the phcnomenon was persuasion.

To view a media production as myth, onc had to examinc narratives for their intent, for their
symbolic contents, and for the rclations among clements of the story. Storics that were weighted toward a
particular view and intended to persuade are mythological. The storics of hugging in Jubilcc Public School
were imbedded with values and assumptions of how people related with onc another in the school. 1t
became a ritual intended to have communicative functions not only o the students but also 10 the media
audience. Rituals were collective actions and collective creations; likewise, they were forms of
transmission of a group of perspective and a means of social control. Rituals carried political, moral,
acsthetic, social and cducational implications. In these different realms, rituals could excrt control over
members' behaviour, or create new traditions and social relations. The hugging phenomenon in Jubilee
Public School had then become a form of stylized behaviour and tight ordering. For people outside the
- school, the ritual of hugging scrved as a social basc for interpretation and an important formal property to

celebrate tradition,



The theme of cultural understanding

Using Barthes' notions of sign, significr and significd, I came to realize the arbitrariness among
episodes. Although the television production attempted to cquate the significr as the signified; in reality,
significds had no matcrialization other than its typical significrs. Somctimes, significds could be the mental
image or concept of the significrs. Sometime, it was not even the mental image nor the reality but only the

»utterable”. In this casc, the significds (visual images) werc taken as the signs themselves which was then

equated to realitics.  Some of the arbitrariness between the signifer and the significd could be diagrammcd in

Figure 9.

Figure 9: Arbitrariness between Signifier and Signified

Sign
Significr Significd
(Expression) (Contcnt)
Form Substance Form Substance
cg. Syntax  cg. phonctics cg. organization  cg. meaning
Narration #11 Image #11
#12 #12
#13 #13
#14 #14

N#11  (signifier)
Reporter:  Students try to leave carly. A united nations of children, most relcased in this strange
land. Half of them arc Oricntal: Chincse and Victnamesc. Fiftcen nationalitics. Many

of them arc from familics who arc shockingly poor.

(Signified)
- school playground ------ students’ faughter
- groups of students «------ oricntal students --- running

- students running alter onc another
- oriental students talking to onc another



107

N#12

Woman Group Leader:  Talk to another people for about the need for help. When
you went for your job intervicw, maybe you're at home with
your children, you're not mecting anyone. Do you feel
loncly? Somctimes. And will you worry about your
English?

Woman Group Participant: (with Spanish accent) Loncly. That's the problem here. In
Canada, because no have {ricnd, you no have family, you no
have nothing here. And that's live to our loncly. And you're
only in the room, you know.

N#13

ESL Teacher: Some of them migratcd to Canada voluntarily and others are
refugees.

Reporter: Refugees from where the state kills.

N#14

School Constablc: A lot of them come from countrics that a police statc country

and a policc in many cascs get the bribery sort not to be
trusted or as a matter of fact to be feared. They have to
realize that Canada is diffcrent.

Take N#11 as an example. The camera shooting a group of students playing on the playground
could confirm and verify the narration of “a united nation of chiidren relcased in this strange land and from
familics shockingly poor.” In the coursc of verification, it also reificd this as "natural reality.”  Although
the speech and the picture were intended to be phonctic, the result was that what the viewers saw and
listened to was visual as well as idcological. Mythology leapt in here because significr and significd were
cquated as rcality. A group of Oricntal students could carry the label of "coming from shockingly poor
familics,” and an immigrant woman with Spanish accent could be stercotyped as loncly and possession-less-
ness.

The signifiers from N# 11 1o N#14 were characterized by the presence of a significant clement
which was missing in the significr of the other. The visual picture helped create meaning out of nothing
while thc commentary could be content with an opposite of somcthing and nothing. Consider the

following narration and the accompanying visual substances:
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N#15 (Signifier)
Jubilee Public School may be the best kind of community school. Thesc kids

may not have much clsc going for them but this school. The school is responding to
every need they can meet because staff like their work a lot.

(Signified)

students ---- laughing

icacher ----- talking

an angle shot of the brown brick school building
principal «---- shaking hands

repetitions of students' laughing and principal’s hugging

The comments were as hollow as the visual substance was concrete. It was difficult to sketch out
the inherent logic or referential structure between the visual and auditorial. The narration, as a privative
opposition, could actually fit with anything, or fit into "somecthing and nothing." Even though the
language lost its relevances and ccased (o be significant in its own linguistic context, it gained the

relevances back when put together with the visual context.

Watching "An Ideal Classroom” and reading tales of peace

“An Ideal Classroom” is a local production by the Educational Channel in 1985. It is a five-
minute broadcast as one of the cducational scrics entitled "Living and Learing ." The programme is not
remarkable in terms of technical sophistication or artistic impression. It is the "crude-ncss" of the
programme that cxposcs loopholes for semiotic studics.

The programme caught my attention when the commentary indicated that Jubilce Public School
was a model of peace education. The fact that "peace cducation” was not a common term uscd by the public
nor the media arouscd my intcrest in understanding why and how the term was uscd. The programme wis
highly uscful in uncovering the general conceptions toward the controversial term of "peace cducation.”

The opening credits of the programme illustrated the tcchnicality of recounting storics as a popular
form of media production. The programme started off with a very nice compliment about the school - that

"Jubilee Public School is a blucprint for caching peace:”
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N#16
For many of us, multiculturalism, tolcrance, and understanding arc mere words.

Idcalistic jargon that sounds great in a public forum but rarcly works at the community

level. This is one of those rare story. For over fificen years the Jubilee Public School in

Kaskitayo has been practicing what it preaches. The community school is a working

model in diplomacy and strength through cultural diversity, It's a special place that's been

recognized by world class cducators as a blucprint for teaching peace.

The commentary was followed with what we usually heard from other media reports about the
school: Jubilee Public School was located in onc of the toughest and unforgiving districts in the heart of
Kaskitayo's inncr city; life for Jubilec Public School students was a day-to-day Iesson in uncmployment,
drug abuse, and crime; the school had done a tremendous job in transforming this endless scries of
disadvantages into a positive lcaming cxperience. Accompanicd with this audio matcrial were visual images
of cthnic students playing around the school ground, a closc-up shot of the principal articulating his

cducational philosophy of love, respect, and scif-csteem. These characteristics, according to the reporter,

formed the basic condition of education for peace:

N#17
Peace cducation is not an issuc for debate here at the Jubilce Public School. It's

an integral part of the curriculum that cmphasizes love, tolerance, understanding, but
most importantly, respect for onc another.

As an audience, 1 was left with the ambiguity and confusion as to why the term “peace education”
was used at all. On the whole, the story followed similar logic of television formula. The wechnical
activity of recounting storics was so obvious that it scemed to represent real history. By capitalizing on the
audience’s memory of the inner city and of immigrant children, the commentary that the school as a
"blueprint for teaching peace” was received as a “fact” without further explanation. The technical activity of
recounting and the audicncc’s memory gave risc 1o the origin of the Jubilee Public School myth - 4
wenticth century tale of schooling.

Dipicro (1986) comments on how memory of tradition can be utilized in mythologizing and hencee

a tool of oppression. He says:
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The technical activity of historical remembering, however, in Vemnant's vicw, is so
entirely self-conscious and unchanging that it represents morc a centurics-old tradition
than it docs a real history. Memory informs this tradition, it is true, but the facts
remembered arc canonized, valorized to the point of becoming static and ahistorical.
Myth rccits and mcmory arc means of conforming to, rather than transforming,
consciousness. Vernant indicates in his conclusion that mythology gives form and shows

human interaction in a cycle that is indcfinitcly rcpeatable. Myth was a recit, he says,
but did not constitutc solutions t0 problems. It was a manner of conforming to nature

and not transforming it (1986, p. 26-27).

Throughout the five minutes of television broadcast, all narrations were accompanied by a joyful
atmosphicre of participants cngaging with onc another in a continuing tradition, by having fun together and
by considcrale treatment of others. All these storics became the tradition of Jubilec Public School. Part of
this tradition came from facts, but mostly from media intcrpretation and audience's memory. The tradition
as capitalized by the media finally became an autonomous sign systcm. This signifying order, in turn,
fundamentally governcd our understanding of the school and any other television broadcast about Jubilee
Public School. The interpretive framework of the programme also governed the teachers' and students’
understanding of the school and themselves.

Tales of caring kept surfacing within the five minutes of media broadcast. There were individual as
well as collective tales of caring. The theme of caring could be found in the institutional code of conduct
for school participants and in the organizational level of school rituals.

The principal capturcd as much as half of the footage of the five minutes programme. Pictorial
and narrative coverage of him was cxceptional. The relation between the school and the principal was
inscparable. Jubilce Public School was made up of classrooms which were very different from others. The
difterence came from a strong cgalitarian vision and mission of the principal. Consider the following
naralive:

N#18
Principal: [ fccl that there is a lot of love in this building. We care for onc another. We

rcach out and carce for the community at large and [ think what we have donc
well is that we have gained the support of the community at large because we
couldn't do this by oursclves.
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According to the principal, caring assumed a fundamental rclation among people in their actions.
Caring assumed a relational and interpretive form of thinking which dispense autonomy and fragmentation
among people. The caring view also assumed a form of thought that was concretc and considerate 10
individuals and their situations.

The transition from the principal's speech about caring to visual footage of the caring phenomenon
was reflected in the code of conduct of the schoo! participants. The organization of the school was portraycd
and explained in terms of a kin-group in which the welfare of individuals was incxtricably linked with the

people as a community:

N#19

Custodian: It's a very simple rule we live by here is do unto others as you would have
them do unto you. The wholc world would be at peace and we would have no
wars. It's very simple. Love, love is the most important thing, and herc
that's somcthing, that cverybody contributes to it - the kids, the parents, the
teachers, cverybody contributes 1o it.

On the organizational level, the philosophy of caring became concrete school policics. The theme
of pedagogical caring in Jubilee Public School took the form of provision of primary human nceds, such as
food and clothing, and sccondary level human nceds such as senses of touch, love, respect, trust, seif-
esteem, travel expericnce, academic inspirations, and other socictal functions. The following narrative by

the principal and the tcacher helped concretize the different levels of nceds being taken care by the school:

N#20

Principal: To me, thc most important thing is that when [ sce a youngster whose family
might have been on social assistance. This youngster is now happily marricd
and raising 2 family, has a job, and is no longcr on social assistance. I think
that is progress. It makes me fecl good that we've accomplished somcething.
And this has happencd to many of the youngsters who come back to sce us.

Teacher:  Hopefully when they Icave, they will realize they arc unique in their own
way, and they have goals, objcctives as everyonc clsc has and in order to do
that you have to first of all have positive sclf csteem which the school
concentrates on because when you have positive sclf esteem 1 think you have
a positive outlook in life, and before you can reach the goals and objcctives
in terms of academics, you have 1o be happy with yourself first.
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The "caring” theme of the schoot extended beyond the elementary students leve! to the parent level
and the scnior population. By intcgrating all groups of people under the tales of caring, Jubilee Public

School maintained a balance between the individual and the community, the public and the private rcalms,

the teaching and the learning:

N#21
Jubilce Public School's biggest asset is the community they find themselves in.

A huilding is morc than just a primary school. It's a focal point for residents in the inner

¢ity, a sccond home that integratcs everyone from senior citizens to recently arrived

immigrants in a positive and mcaningful way.

Jubilee Public School is an experiment in education and neighbourhood living

that works. The continuing success of the programme has attracted world wide attention

and just about cveryone who has come into contact with this unique community centre

would admit that they've been touched and affected by the school's simple philosophy:

love and respect thy neighbour.

In the programme, a pictorial coverage of the school assembly was included. In the asscmbly, the
phenomena of hugging and shaking hands were fcatured. Through these visual images, school assembly
proclaimed and solidificd the notion of "caring” and temporarily united people in idcas about togetherness
with the emotional cxpericnce of singing together and the sharing of news and information. This fusion, in
turn, temporarily transformed the inconvenicnces of collective life into the positively acclaimed "school
spirit", warmth and unity, love and respect. Through the rital of assembling together, students, teachers,
visitors, and volunteers werc encouraged to view themselves as essentially connected with one another and
1o judge actions and idcas in light of the higher principle of caring. The pedagogical atmosphere during
school assembly required participants to de-center themselves and to relate to others in certain agreed-upon

valucs. By collaborating with onc another, the school brought certain human values such as peaccful

relations, love, trust, and respect into existence.
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Watching "A Holistic Model of Education” and reading tales of globalism

The video "A Holistic Model of Education” was produccd by the World Education Network in
1986. The vidco has been widcly used by the World Education Neiwork (WEN) and Jubilee Public School
for conferences. Also, the tape was bought by the Instructional Technology Centre of University of Alberta
for educational purposes and had been very popular among university professors for tcaching about
multiculturalism, community schooling, global co-opcration, and holistic cducation.

The programme was a collcction of different media reports. The first part was endorsements from
the provincial Minister of Education and Minister of Culture. The sccond part was a collection of news
items from Kaskitayo's three broadcasters. The third part was acknowledgements from the school trustce
and superintendent of Kaskitayo Public School Board. The fourth part was a duplication of thc Family
Cable "Jubilee Public School in Joy" aircd in June 1984 fcaturing the students’ trip to Carribcan Islands.
The lost part, which accounted for almost half of the footage length of the programme, was a documentary
of Jubilee Public School by the World Education Network.

The programme started by introducing the geographical location and then the social and cducational

milicu of the school:

N#22

In the northwestern coimer of the Canadian Prairics, a few hundreds kilometres
from the Rocky Mountains, and just a short plain trip lics the city of Kaskitayo, a big
city of the Province of Alberia. In the 1970s, Kaskitayo expericnced unprecedented
growth with the oil boom and the population cxplosion including not only migrating
Canadians but tens of thousands of immigrants from a hundred lands. Many of these new
Canadians came from the third world with no material posscssions or resources and no
knowledge of the language. By nccessity, many arc scttled in Kaskitayo's inner city
where government or civic social programmcs arc often stretched thin. In the heart of the
inner city is onc of the city's oldest school and historical sitc which is still making
history with its innovative and exceptional approaches to cducation and community.
Under the guidance and lcadership of Principal Richard Sater, Jubilee Public School
conserves a model of the school potential role in the community and is a focus of
multicultural approach to citizenship and cducating the total child.

Education for global responsibility
Afier the introduction, there were acknowledgements from various provincial officials and school

board people. These cndorsements, to a great cxtent, reflected the official recognition of the spectacular
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achievement of Jubilce Public School. In the course of claborating how and why multiculturalism and
citizenship cducation were nceded in Alberta, the endorscments from government officials made explicit
comparison between Canada and students' immigrating countrics: Canada was a well-off country where the
state did not kill people, police could be trusted, school provided food, clothing, and other necessities for
students and their familics. Did comparison of this kind cnhance global responsibility?

Global responsibility or cultural understanding among the school officials as refiected in their
endorsements were rhetorics remaining at the level of oral articulation and not at the level of human
consciousness. In similar terms, students at Jubilee Public School were not allowed to confront the nice

rhetorics about Canada with their lived siwation. Mastcrman (1984) says:

What myth forgets is that reality is forged dialectically, that it is a product of human

activity and struggle. This is why Barthes describes the function of Myth as being "to

cmpty reality.” It is litcrally a ccascless flowing out, a haemorrhage, or perhaps an

cvaporation, in short a perceptible absence. And, as history, politics and struggle flow

out, during the process of representation, nature, unchanging, unchangeable, floods in.

According to Mastcrman, myths cnabled people to avoid coming to tcrms with human
responsibility in making things as they werc. In the end, myths could make it scem that we had nothing 10
do with history. The task of citizenship education, if it was intcnded for global cooperation and not for

nationalistic dwelling, was to revert that flow of naturalism, to challenge the uni-dialectical representations

of rcality, through a criticism which restored the history, the politics, and the struggle 10 thosc

representations.

According to the programme, cvery singie curricula or extra-curricula activity of Jubilce Public
School could be ticd to the aims of citizenship cducation. The programme uscd great footage 1o cover the
Carribean trip, the scouting movement, lunch room programmes, the police liaison programme 10

highlight the channels of citizenship cducation:

N#23

Imaginc the cxcitement and knowledge these children have gaincd through their
cxperience in the Carribcan. Don't forgct though that the staff at Jubilce Public School
still concentrate on the prescribed curriculum of reading, writing,a and arithmetic.
However, to provide a balance on the continuum, the school has extra curricula and co-
curricula activitics as well. It takes an exceptional kind of eacher, dedicated and willing
10 go beyond what is expected of them. They go the sccond mile in order to cducate the



total child. One of the unique programmcs at Jubilce Public School is the scouting
movement. This is the only school in Canada granted the privilege of sponsoring cub
scouts, girl guides and brownics. The groups meet in the school as part of the curriculum
and instruction. It's carried out in three languages: English, Chincse, and Victnamesc.
Here we sec Smith, the cub master condweting an investiture. These children have made
their pledge in Victnamesc and Spanisii using translators. We feel that this is a
development of good citizenship. The cub master is actually the Grade 6 tcacher and he
accompanies his group on ficld trips, camping, and cven the trips abroad. He has taken
his students and has done much to cement the relationship between the community and
the school.

Another arca where good citizenship is encouraged is in the lunch-room. To
enable students to stay in the school, recognizing that many children’s parcnts arc single
parents or working parents, they encourage them to bring their lunch rather than have
them idling in the neighbourhood. They can participate in noon hour programmcs,
playing organized games or otherwise relax.

Constable Daniels visits the school each week as part of the police liaison
programme. The programme was initiated in Kaskitayo at Jubilee Public School and
now has found its way into the curriculum of many city schools. The purposc of the
programme is twofold: to cstablish positive relationships between the child and the
police, inspiring confidenc, trust and fricndship and to educate the child. For example,
Constable Danicls is tcaching here the children winter safety, a must in a climate where
winter lasts five months a year.

Citizenship cducation in Jubilee Public School, no matier how innovative and multifarious in
terms of its form and context, did not display the ways in which Jubilce Public School could confront or
change unjust social relations marked by significant incquitics in wealth, power, and privilege. The

cthnographic obscrvation during the Citizenship Month of 1987 in Jubilec Public School would reveal this

inadequacy.

Paradox between citizenship and ethnic identity

In April 1987, the entire school curriculum of Jubilee Public School was devoted to citizenship
education. Painting and drawing competitions were held among the lower grades while a writing
competition titled "Why I am proud to be a Canadian” was held in the upper grades. Among the twenty
picces of writing displayed outside the principal’s office were writings that dispelled cthnicity at the expense

of citizenship. Let's hear two students’ voices on "citizenship™:

Writing #1

I am glad to be a Canadian because we have the frecdom of many cvents which
in other countrics such as China arc forbidden.

Fresh air and lots of spacc in my opinion is good for our health which Canada
has. Also, there is education for the futurc of children like me. Welfare and other helplul
government fundings made the needy happy and grateful.

In other words, I am glad to be a Canadian because Canada is a fantastic country.
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Writing #2

I am glad to bc a Canadian, because we have freedom, and fast transportation.
And it's casy for people to travel 1o other places and other countries. We have big roads,
cars, trains, motorcycle, traffic lights. We have different games, such as hockey, murder
ball and bascball. We also have nice clothing and health, big places, big houses, parks,
museums, we also have peace here.

The two writings conveyed to me the sensc that students were attempting (or reflecting teacher's
intentions) to compare the “good things” of Canada in terms of the "bad things" of onc's former country. A
writing exercise, entitled "Why [ am proud to be a Canadian” did not allow students to talk about the
conditions of their lives or their parents' lives. It did not allow them to be struck by the gap that existed
between the rhetoric of valuing and the material circumstances that so often spoke of devaluing. How could
we say that such programmes would contribute to minority group students’ scif concept and dignity? Did
dignity and respect demand more than being told that onc's culturc was understood and valued? Did dignity
demand that a person be able to speak for himsclf or herscif?

Citizenship education in Jubilee Public School, as revealed in the students’ writing, did not provide
a basis for analyzing how a given conception of what it meant to be a citizen was conveyed through the
dominant rationality in a given social order. Also, citizenship cducation in Jubilee Public School was not
tied in with a world view cxtending beyond national boundaries. Similarly, the commentary of the
programme seemed to have assigned a false cquivalency to all cultures by falling into the trap of cultural
pluralism. It de-politicized the notion of culturc by abstracting the concept from the socictal formations

that gave it meaning. The issuc at stake was how the dominant culture, as a form of power and control,

mediated between itself and other secondary cultures.

Dealing with the race issue

Jubilce Public School was a good micro-cosmic version of the race issuc in Canada. In terms of
the curricular component, Jubilec Public School had cndcavourcd to go beyond the model of
multiculturalism and cxtended 1o anti-racist form of schooling.  The principal and the tcaching stalf

recognized that race was not a marginal or peripheral issuc but onc which was central to young people's
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understanding of their socicty and of the modem world. At the level of school organization, Jubilce Public
School developed certain structures which challenged the expression of racism. The annual cclebration of
Chincse New Year and the Carribean trip were good working cxamples. At the level of the curriculum,
Jubilee Public School tricd to avoid content and approaches which were uni-dimensional and cthnocentric.
An expanded understanding of Chinese culture was reinforced into various subjects during the school's
preparation of the celebration of Chinese New Year from December to February. Despite all these cfforts,
unluckily, Jubilee Public School still kept a cultural deficit model as its starting point. The notion of
cultural deficit which characterized minority children and their communitics as failing 10 measure up to the
majorily norms was accepted and became the justification for the need of multiculturalisn and citizenship
cducation,

Theorctically speaking, multiculturalism, citizenship cducation, and holistic cducation were trapped
in certain contradictions. On the onc hand, holistic cducation cnvisioncd the nced of preserving onc's
individual identity within a larger community of social values. On another, citizenship education entailed
the need to become part of the community and not losing onc's own individuality. It was a problem of
individuality as well as a problem of community. It was a problem of how to communicate with the other
without losing oncsclf.

Semiotics cmphasizes the mechanisms in the production of cultural values and in the interactions
among various cultural groups. Over the last decade or two, public recognition of national and international
diffcrences had been growing. Yet, the growth of this recognition has sometimes outstripped our academic
capacity to definc and articulate cultural differences.  In spite of heroic efforts in programmes of
international studics and cthnic studics, the recent pace of culwral semiosis was outrunning academic
understanding. A scmiotic approach to race issuc, cultural acceptance, and global responsibility would
cnable peoplc to better understand the verbal and non-verbal expressions of heterogencous groups, and then

to comprehend these expression in werms of the structured relationships with other cultures.
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Watching "Community and Education” and

reading tales of community living

"Community and Education” was a local broadcast by the Educational Channel in May 1988. In
the programme, Jubilce Public School was featured as a success model of building a collaborative school-
community relation. 1 happened to have the opportunity to witness the film making process of the
programme in February 1988. The programme was made in February 1988 and aired throughout the

province in May 1988.

Understanding mythopoetic language in education
The use of mythopoetic language and metaphors were remarkable in the programme. The
programme used much educational jargon such as “team approach,” "collaborative schooling,” and

“partnership in education.” Consider the following narrative:

Ni#24

In order to function, the school of yester-year had to be co-operative efforts.
They have to tap into the energy of their communities. We must give people back their
sense of partnership in education. The close partnership of principal, teacher, and student,
parent, and community voluntecr makes a pleasant school atmosphere. But statistics
shows that such a partnership is more than just attractive. It is vital to the success of the
student and the school. When we speak of partnership in education, we are really talking
about a team approach. To begin the discussion, it makes sense to identify who the key
players are. In most schools, the school principal acts as the team's coach, the person
with the responsibility of bringing the other players together into a cohesive and spirited
unit. Teachers are the team quarterbacks, calling their own signals most of the time and
looking occasionally to the bench for help from the coach.

The analogy between a sport team and a school team breaks down at the parent
level. Parents are part coach, part trainer, part quarterback, part player, and absolutely
necessary to the team's success. Both the parents who find the time to volunteer at the
school and those who do not. The students, like the parents, must be convinced that they
are influential partnerships and important participants if the team is to win. If they feel
more like the ball than the ball carrier, there's a problem.

Beyond this core team exists the broader educational and social community: the
school board, Alberta Education, the business and other individuals who make up the total
community. In many communities today, 70 per cent of the population paying taxes (o
the school system do not have children going to school. Clearly, these team owners and
spectators must be included and satisficd if the success of the team is to be complete,
recognized and sanctioned.

Those principles of successful tcam work apply across the board. It's important
1o recognize that no single formula can hope to serve all schools. Before a successful
educational partnership can be built, the community's unique needs and strengths must be
understood.
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Any use of a metaphor implicd a "standing for" notion between the signifier and the significd.
This "standing for" notion was incomplete and occurred only in some respect or capacity. The partial
equivalence between the significr and the significd allowed us to use the sign as a code for some aspects of a
system of objects. In many circumstances the sign codes could be manipulated via rules to gencrate ncw
relationships within a system or even new systems. In this case, the metaphor "team approach” would have
the power to tell its story over and over, to convince people that this view was the natural or right onc, and,
in turn, to create people and groups in its own image.

In the programme, the discussion of a partnership and collaborative mode! of education in Jubilce
Public School was brought along with a class analysis of schooling. Jubilce Public School was a

successful parnership model of education to deal with students of lower class background:

N#25

In this inner city community, with its high percentage of recent immigrants and
more than its fair share of economic and social problems, the Principal has carncd an
international reputation for creating a harmonious and successful community school.

The class analysis was set in social images that were fundamental orienting points for meaning-
making about the social organizational life of Jubilee Public School. Along with the class analysis was
the ethno-cultural differentiation of the student population. However, the historical structuring of parent-
teacher relations within that culture and class background was rendered invisible. The historically
constituted relationship between school and community, teachers and parents were not shown in the
programme. Teacher-parent relationship, as 1 sometimes observed in the staff room and during tcacher-
parent conferences, was characterized as tense and sometimes antagonistic. The communication was
sometimes overlaid by a lh'in vencer of politeness. Similar antagonism was exhibited between school and
community when big events were scheduled to take place and called for the collaboration between the two
groups of people.

As usual, the programme had an extensive coverage on the principal's philosophy of education.
Audience's understanding of the school was created at a symbolic level through the principal's conceptions

of education and the staging of successful curricular activitics. Whether intended or not, the programme
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produced an illusionary image that the success of Jubilee Public School depended largely on the strong will
and clear goals of the principal. This image negated the essential tenets of the programme - 2 partnership
model of education between the school and the community. The difficulties and struggle for successful

cducational change in an ethno-culturally distinct and stigmatized community was forgotten.

Reflection: The pedagogy of television

Television is now becoming more and more a subject for cultural criticism.  Critical theories
from literature and drama, ideological critiques from Marxism and feminism, and the more formal
approaches of hermencutics and postmodemism have been imported and applied to television studics. We
witness a shift in focus from "watching" television to "reading” television, treating television as a
signifying system in producing particular subject positions, spectator effects, and ideological hegemony.

There are very different ways people live with television mythologies; comfortably with the myth
without ambiguity, to destroy television mythologies by unmasking their distortions, or to live the myth
as a story at once true but unreal. It is the last attitude that I take in watching the Jubilee Public School
media materials. It is not the "truthness" of the content that I doubt. Having been in and out of the school
for more than five years, I have no reservations about the "factual-ness” of the content. Telcvision, as
cultural critics will contend, is a culture of specch more concemed with hearing, seeing, and memory. At
the same time, the culture of television dispels understanding, action, and reflection. It is the television's
definition of what is real and the symbolic form through which contents are conveyed that I resist the most.

This Chapter was intended as a critical reading of the media materials featuring Jubilee Public
School. Using postmodem theories of dcconstructionism and semiotic theory as the frameworks, I have
explicated how television is a paradigmatic example of modernism which demands a critical theory of
"watching" and "reading” so as to recover the multiplicity of meanings and social relations underlying the
vidco materials. The methodologics of semiotics, narrative theory, and reception theory respond to the four

sets of media programmes by addressing various levels of analysis which includes form and content, audio
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and visual, text and subtext, signifier and signified, rcpresentation and idcology, hegemony and counter-
hegemony.

Although this chapter was origirally intended as a study of Jubilee Public School through its
media image, the result is more a semiotic critique of cultural issues of peace and hope. In applying
semiotics to the media materials, I came to challenge many of the shoricomings of conventional wisdom
and cultural problems. A critical pedagogy of television problematizes the basis of human values or
meanings because, as the semiotic analysis points out, meanings themsclves have no basis other than their
arbitrariness. It is upon this affirmation of arbitrariness that every Jubilee Public School story, ritual,
structure, or achievement is treated as "text” to be interpreted and meanings arise only as result of human
construction. To speak in hermeneutical terms, meaning is created through the interaction or fusion of
horizons between reader and the text. In fact, text only exists in relation to what the reader produces.

The semiotic study delineates a new horizon in educating for peace. First and foremost of all,
semiotics entails an alternative perspective of knowledge. To regard knowledge, classroom, teacher-student
relationships as "texts” to be interpreted for meaning would change the way we view educational
phenomena. We have no ultimate knowledge of the nature of things. Meaning is socially created; at the
same time, it creates its own world and its own fulfillment. All positions on the real meaning of cducation
or life must necessarily involve certain clements of human agency, faith, hope, and possibilitics. It is this
existentialist stance that human beings choose their own view of life, the world, oursclves, and others that
can inform and be incorporated into an urgent principle of education for peace.

Take another concrete example of television knowledge and its implications for peace education.
Without exceptions, all media reports about Jubilce Public School designate J ubilee Public School as an
“inner city school" on the basis of ethnic, social, and economic attribuics of the majority of families.
These attributes are always uscd as sclf-explanatory logics linking the visual image and the narrative
framework. The label carrics an indication of cognitive and attitudinal deficiencics of the student population
which, in wm, provides a ready-made cxplanation for the unique achicvement of the school. Through the
channel of television and its presentation of visual evidence along with the commentary, the media do not

merely reflect or report reality about Jubilee Public School but create certain realitics about the school. The
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information, comments, and conclusions about Jubilee Public School through the media programmes have
shaped personal and public decisions of what is good education and what is not.

A semiotic approach to television culture will revert the oppressive apparatus by revealing the
origin and operation of social mythologies. Through semiotic analysis, I came to realize that although the
auributes of cthnicity and class of the Jubilce Public School are beyond truth and falsity, the attributes or
labels perform the function of pragmatic and dramatic effectiveness in moving people to act in accordance
with typical, emotionally charged idcals. The effectiveness of these attributes depends in large measure
upon ignorance or unconsciousness of its actual motivation. That is why myth tends to recede before the
advance of reason and self-consciousness, and we are most in their power when we are unconscious of their
origin. If peace education is a form of conscientization, a critical pedagogy of television will allow pcople
to engage in a struggle against mis-information, secrecy, submission of subjectivity, deformation, and
myslifying representations.

The fact that semiotics conceives social reality as a process and not a static structure to be learned
or remembered has significant educational implications. Curriculum would emphasize ways of knowing
not simply in the traditional verbal and mathematical modes, but in a variety of interconnected modes. Our
knowledge will neither be exclusively dependent upon either the precise character of the physical world nor
upon some apriori structures of the mind but precisely on interaction between these two. It is the structures
which determine our world view, the things we notice and ignore, the things which are important to us and
not important, the means by which we organize our lives. The fact that the world is perfused with signs
and that our knowledge of the world is mediated through signs cautions us to realize that sign codes can be
manipulated via rules to gencrale new rclationship within a system or even new systems. It is precisely
this possibility of manipulation that education for peace is mostly concemed when educators attempt to

develop any theory of tcaching and leamning.



CHAPTER V
TOWARDS A DEEPER UNDERSTANDING OF JUBILEE PUBLIC SCHOOL:

INTERPRETING THE MEANING OF PEACE AND HOPE IN MODERN PEDAGOGY

Understanding Jubilee Public School through semiological study of media production alerted my
understanding of how the sign system is used to mould human consciousness. Jubilce Public School has
now become a strong symbolic entity in the public mind as a model for the "method” of "peace education.”
In the televised programmes, all different kinds of symbols are assembled together to convey the filmic
stories as they exist in real time and real space. Are the filmic stories "true” and "rcal"?

Eco once said that "if symbols cannot be used 10 tell a lie, conversely they cannot be used to tell
the truth” (1976, p.7). Symbols, according to Eco, can authenticate as well as mystify. In scmiotic
terms, the question of authenticity refers to the translation of human expericnce into images that accurately
represent the perception and values of the characters. In doing so, authenticity demands an understanding of
the world view of the people being portrayed and an authentic translation of that world view into film
images. It is here that I find the imaginative intent of the camera crew problematic because they all hold
certain positive conclusions about Jubilee Public School before they shoot any inch of film. As a vicwer
of the materials and at the same time a rescarcher of the school, I found the process of dialogue between
media materials and myself being disrupted. The hegemonic meaning of the media stand in conflict with
my personal construction of the meaning about Jubilee Public School. Iam compelled to construct my
own meaning against that which the media industry provides. It is within such a context of conflictual
interpretation and a quest for lived-meaning that I engaged mysclf n an cthnographic inquiry.

Ethnography has a long tradition, beginning with Herodotus who urged historians to look
obliquely at all collective arrangements, making the familiar strange, the exotic quotidian, and the taken for
granted problematic. With such oricntations, ethnography is a critical and reflective form of speech and
action situated between powerful systems of meaning. From this tradition, I came to understand the
ethnographic intent of this study as posing questions at the boundarics of civilizations, structures, cultures,
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classes, races, and genders. In decoding the phenomenon through re-coding its meaning, ethnography is
more a process of description, reflection, critique, and mutual understanding.

The present study falls into the category of a multilevel ethnography linking together classrooms,
school, and the broader community. At the classroom level, I conversed and observed individuals such as
principal, teachers, custodian, parents, volunteers, students and other school participants. In studying the
school, I investigated into the school building, inquired into the school structure, and participated in various
school functions. At the community level, I was a member of the community participating in its daily life

in some direct and indirect ways.

The Jubilee Community - Little China

Little China is located on the eastern outskirts of the central business district of Kaskitayo.
Geographically speaking, Little China runs northbound from Alberta Avenue to Rocky Avenue and
castbound from Knottwood Street to Roscwood Street. Little China and downtown Kaskitayo are
symbolically scparated along the Knottwood Street which speaks strongly in itself of the twentieth century
- the fact that the Knottwood Street separates the host society from the immigrant society.

As one walks northward along Knottwood Street from Alberta Avenue, one must be impressed
with the incredible aggregate of elegant business towers and government complex such as Alberta Tower
(the largest and newest govemment complex in Kaskitayo), police headquarters, postal office headquarters,
court building, and remand centre. Amidst this aggregate of aifluence and elegance, however, are the
numcrous shabby buildings and thrift stores such as the Knottwood Street Co-op, Salvation Army thrift
store, Chinese restaurants, grocerics, farmers'’ market, and pawn shops. The physical presence of the police
headquarters, court building, and the remand centre overlooking the rest of Little China entail a strong
symbolic meaning of the need for maintaining law and order in the area - an arca gencrally regarded as "the
toughest part of the city."

Little China is easily recognizable as a Chinese community. The "China gate” arches across one
of its main roads. Numerous buildings aad shops catering exclusively to the Chinese community are

aggregated in the arca: a Chinesc Catholic church, martial arts schools, homes for the aged, a Chinese



125

nursery, a cultural centre, teahouses and restaurants, grocerics, clan assqciations. travel agencies, banks,
newspaper publishers, meat and fish markets, hair salons, boutiques, cinemas, video and book shops. Most
shops appear in huge Chinese characters while some buildings have unique Chinese architecture with tiled
roofs or curling corners. The smell of Chinese food from nearby restaurants is always in the air.

The socio-cultural characteristics of the Chinese community in Little China, as in most
Chinatowns in North America, is always difficult to define. "Chinese" is an cthnically inclusive term,
comprising ethnic Chinese descendants from Mainland China, Taiwan, Hong Kong, Macau, Singapore,
Malaysia, Indonesia, Victnam and other countries.

Chinese immigrants started to come over to North America in the middle of the 19th century when
China was in great turmoil under Western imperialism and Japanese expansionism. The "Gold Rush” at the
end of the 19th century fanned an immigrant flux from the coastal regions of Mainland China to the Pacific
coast of North America in places such as San Fransisco, Scattle, Victoria and Vancouver. When the
Western Pacific Railway project in Canada was underway, Chinese labourers from San Fransisco were
drawn to the railway project in British Columbia and Alberta. In the spring of 1902, an exclusion law for
Orientals was passed in the United States. Canada followed suit in the the new campaign and the Chincse
were prohibited entry into Canada until the repeal of the entry law in 1943, Residence of Chincse within
Canada was regulated. Wives and children of the Chinese labourers were prohibited from entry by levying a
heavy "headtax" on dependents. After the completion of the railway, a good progortion of the Chinese
railroad workers began to settle down in the Province of Alberta.

Confronted with tremendous economic and social discrimination, the Chincse again turncd
themsalves into the service industries of cafes and laundry busincsses. Life was isolated and alienated for
these "bachelor sojourners™ and Chinatowns began to develop for Chinese who sought economic and social
betterment. In Kaskitayo, a sizeable number of these "bachelor sojourners” lived in the Jubilce community.
Their inability to speak English diminished their ability to mix with the host society.

With the repeal of the exclusion act in 1943, the establishment of the People's Republic of China
in 1949, and the occurrence of the Chincse Cultural Revolution which spitled across the border to Hong

Kong in 1967, another big wave of Chinese immigrants from Hong Kong poured into Canada. These
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immigrants usually brought along their familics, spoke standard Cantonese, and operated small service
businesses such as restaurants and groceries. They usually maintained close relationships with their clan
associations, and were comparatively active in social and community events. They tended to live around
Liye China until their economic situations became stable and then moved to the richer neighbourhoods.
Their children became the first generation of Canadian Chinese.

A similarly big wave of Chinesc from Vietnam were emmigrated to Canada as refugees from the
1970s onwards. Most of the Victnamese immigrants are of Chinese ethnicity and speak Cantonese. They
usually settled first in Little China because of language and cultural barriers with the host society. Their
presence in Litte China activates the business in Little China as the newer and larger restaurants, grocery
stores and oiher service industry are owned by them.

Another big group of Chinese in Edmonton are visa students from Mainland China, Taiwan, Hong
Kong, Singapore, and Macau, which constitute about 10 per cent of the Chinese population. Mandarin is
the spoken language for students from China and Taiwan, while Cantonese is the dialect for students from
Hong Kong and Macau. Singaporcan and Malaysian students usually can speak both dialects. Differences
in the spoken dialects are bound up with national differences and are an important basis for differentiation
within the community more gencrally. While language can operate as an important symbol of Chinese
generally, it also functions to differentiate Chinese into different groups. Owing to the different
najonalitics, there is not much political solidarity among the various groups of Chinese, although their
culwral solidarity can be very strong.

since the mid-1980s, more and more Hong Kong Chinese entered Canada via the "point system"”
cither as professional immigrants or as investor immigrants. They fled from Hong Kong fearing
Communist China take-over of the British Colony by 1997. The fear was further fanned among Hong
Kong people when the massacre at Tiananmen Square happened on June 4, 1989. The influx of numerous
Hong Kong Chinese and Victnamese Chinese has bumped the Chinese population in Kaskitayo from
20,000 in 1980 to0 30,000 in 1990.

Little China scrves completely different purposes for the old and young generations of Chinese.

I she nld oannratian Lints China was orizinally a response to the initial contact with the ethnocentrism
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of the Canadian socicty. Racial conﬂiqts and misunderstanding caused the Chinese cthnic to be defined as
significantly differentiated and excluded. Litle China developed to offer protection and solidarity for cthnic
Chinese. At the same time, the geographical and social organization of the Chinese community imposcd
certain institutional and cultural norms for their members. It may be true to say that the separate goveming
bodies of Chinatown enhanced the isolation of the Chincse community from Canadian socicty and
established a local authority which, in practical terms, exercised greater control over Chinese economic and
social life than any other institutional complex. In a historical study of the Chincse communities in
Western Canada, Baureiss (1982) illustrates that the formation and persistence of Chinatowns were largely a
result of the denial of access of the Chincse to institutional structures by the host socicty. A positive
change in the social climate towards the Chinese after World War 11 and the resulting compositional
population change after the war produccd significant changes in the characteristic of the Chincse
community. The new immigrants, and sccond and third generation Canadian born Chinese do gain
increasing access to Canadian technological, institutional, and communal structures. The young gencration
of Canadian Chinese and new immigrants tend to use Little China more for food and social service purposcs
than for community consensus or control.,

Jubilee Pubiic School as a school situated in a space marked by the two different zones of valucs
and meanings between the host and immigrant socicties has been accommodating that part of the cthno- and
socio-cultural violent history in its striving for transformation and exccllence.  To understand Jubilee
Public School, one has to relate the basic concern of cducation itself with what is expressed by the new
economic and cultural structures of the Chinese community. The Jubilee community exerts new dynamics
on Jubilee Public School to which the new social movements arc pointing, such as the issues of human

rights, social justice, cultural and racial wlerance, and educational empowcrment,
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Jubilee Public School: A school in search of excelience

Jubilee Public School was established in 1907 and is now one of the oldest schools in the city of
Kaskitayo. Owing to its physical location and its socio-economic environment, the school is often referred
as an "inner city” school, a label that carries a multitudc of demographic images: large numbers of single-
parcnt families, low incomes, high juvenile delinquency rates, constant turnover in population, and
govemment-subsidized housing. These demographic characteristics, as inner-city school researchers have
indicated, often turn out to be pigeon-holes for negatively labeling the teachers and the students (McLaren,
1989).

Designated by the Alberta Interdepartmental Community School Committee, Jubilee Public
School was changed into a community school in March, 1981. It offers formal education from kindergartcn
to grade six, with 7.5 certified teachers in 1986 and 8.3 certified teachers in 1989. The school has an
excellent pool of educational workers: principal, teachers, custodian, secretary, teacher aides, parent
volunteers, high school students, community college students, and a community of people who are either
employed in the school through the provincial employment priority grant or work in the school as
volunteers. Student population is highly cosmopolitan. Among the 122 students ir 1986, 30 nationalities
are represented. In 1988, 25 ethnic groups are identified among the 175 students.

In addition to formal education, the school provides a variety of community-related educational
programmes, which include adult ESL classes, daycare, parent counseling, playgroup services, senior citizen
mectings, intercultural activitics and community services. In many ways, the cohesive presence of the
widc-range of community services within the school has made the school a symbol for collective solidarity.

Physically speaking, Jubilee Public School is a big tall brown-brick building of three levels with
a small gymnasium attached to the north entrance of the school. The school is located at a position where
it can overlook the Alberta River on the south and the Albertan Avenue on the north, Circled around the
school is a big picce of grassland and a wall of wire fence. There is a big soccer field in the north, a
playground near the east entrance, and a parking lot at the west entrance.

In spite of its dingy outside appearance, the school is pretty clean inside. Furniture, fittings, and

many of the school supplics are old but well-kept. Evidence of wear and tear can be found on the wall, the
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floor, the door, and the basement. The school is divided by a door into the castem and western suite, Main
facilities are situated in the wester suite: main entrance, gencral office, staff room, principal's office,
gymnasium, classrooms, library, computcr room, rest room, music room, and a resource room for teachers.
The eastern suite houses two classrooms on the ground level, school hall and three smaller classrooms on
the upper floor, and activity space in the basement. The basement is always a busy place which houses the
daycare, kindergarten, custodian room, senior room, and the storage room. Inside the scnior room is a big
kitchen with five rows of tables and chairs which can accommodate as many as cighty persons for lunch.
Beside the senior room is a big storage arca always packed with old clothing and furniture to be sorted and
distributed. Although Jubilee Public School is a well-known school and has become an casily recognizable
symbolic entity in educational discourses, its physical vicinity in the outskirts of a deserted community and
shabby building appearances have not elevated the school as visually remarkable as to how it is known by

reputation.

The primacy of perception

The school building was pretty clean inside, except for the bascment which was dark and smelly.
The staff room was always busy. Occasionally, I would meet visitors coming from across Canada or the
United States studying the success storics of Jubilee Public School, or television crew and journalists
making special reports about the school, or students from universitics or community colleges doing
research with the school.

The school displayed a very friendly atmosphere by the way the administrative system was sct up
and the way the staff interacted with students and outsiders. The principal always put on a humble suit and
had an engaging smile on his face. The assistant arincipal and the grade two classroom teachers were
athletic-looking young men always dressed in tracksuits. The other four full time weachers, sccretary, and
the community school co-ordinator were female, ranging from the age of 50s to early 30s. All of them
looked friendly and dressed casually.

The principal was an ethnic from the Carnribcan who came 10 Canada thirty years ago. Through his

diligent and innovative work in Jubilee Public School for twenty years, the principal was now recognized as
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a most outstanding national and intcrnational cducational leader. He had received numerous honors, prizes,
and nominations for his outstanding accomplishments. These brilliant accomplishments of the school and
the principal had metaphorically equivalized the school as the principal and the principal as the school. In
spite of the accomplishments, however, the school faced a multitude of problems which included financial

difficulties, decreases in student enrollment, and many other curricular concems.

Understanding the meaning of multiculturalism

Jubilee Public School was destined to be a multicultural school owing to its historical
development and geographic location. The principal realized this specific destiny of the school when he
took up the principalship twenty yea's ago and transformed the school into a successful model of
multicultural education. What was the meaning of muiticultural education? Did multiculturalism expand
human relationships and life meanings for school participants?

One obvious aspect of multiculturalism revealed itself strongly every time I stepped inside the
school entrance. Right above the stairways was a wall of sign which said"welcome” in ten different
languages. The multicultural wall gave unexplained incitement as well as disillusionment in searching for
disturbingly more meaning in what was said than [ pre-critically think was there.

On January 12, 1987, a teacher invited me to observe her grade 3 and 4 classroom for one whole
afternoon. I sat at the back comer of the classroom and watched the teacher teaching language arts for thirty
five minutes and mathematics for another thirty five minutes. After that, another teacher came in the
classroom for a social studics lesson. Coincidentally, the theme for the social studies lesson was Chinese
New Year and the teacher was a Caucasian. The class consisted of nineteen students and twelve of them
were cthnic: Vietnamese, Chinese, Yugoslavian, West Indians, Trinidian, blacks, and Latin Americans.
Among the ethnic students, the four Oricntal students sat together with another Caucasian student as a
group in the front desk. The group was very quict and auentive throughout the language arts and
mathematics lesson.

The situation suddenly changed when the social studies teacher came in and explained to the

students that the lesson was about Chinese New Ycar. The four Oricntal students whispered to one another
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in English and their talk then emerged into a form of discussion among themselves. The social studics
teacher and I were amazed by their noisc level which developed into loud bursts of laughter and tatking. The
teacher then indicated to other students to quicten down and listened and observed what was happening
among the front desk of oricntal students. Everybody in the classroom waited with interest uatil onc
Chinese boy raised up his hand and told the teacher about the argument he had with the other three students.
Their talk was about the reasons why his parent gave him red packet money every Chinese New Year, be it
in Vietnam or Canada. The social studies teacher admitted in front of the class that she knew nothing about
their argument and would like to invite the four Chinese students to take turns telling the class everything
they knew about the red packet money tradition and the Chinese New Year.

The class went nicely with the four Chinese students speaking about what they knew about the
Chinese New Year festival. The class ended with the whole class singing a Chinese folk song that they had
just learned from their music teacher. After the lesson, I stayed after school and had a chat with the four
Oriental students. They all hinted to me that they enjoyed the lesson because they found both the tcacher
and students wanted them to talk about their cultures. Every year this time, in spite of the busy rchearsal
for the festive celebration of Chinese New Year, Chinese ethnic students would particularly like school
because they felt proud of their cultural heritage being acknowledged and accepted. In a way, they could
connect what they had leamed from school with who they really were and how they acted outside the school.
The celebration of Chinese New Year and the integrating of Chinese cultures as themes into the school
curriculum had become a tradition at Jubilee Public School. As the tradition grew year after year, students
and teachers could pick up the theme more and more easily.

The social studics lesson was a good example of multicultural cducation. The lesson provided
chances for a cosmopolitan group of students to understand a different culture at the cognitive level. Also,
the process of understanding was conducted in appreciative moods when cthnic students were encouraged to
relate with who they really were and how they thought, believed, and acted. The social studies teacher had
de-centered her position from an instructional expert to an emphatic listener. She rejected a prepackaged
approach on how to teach about race and cultural relations. Instcad, she adopted a more broadly bascd

approach in which curriculum was planned and implemented with inputs from students.
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I then came to understand the more implicit level of multicultural education through observing in
the school's daycare for about two hours. It was a cool morning in May. After finishing a conversation
with the custodian, I was about to leave the school. When I went by the daycare, I realized that the door
was open and one of the child care workers waved to me. She indicated to me to join them with the show-
and-tell. 1 was introduced to her once when I helped in preparing 2 big senior's lunch event. As faras1
knew, she was hired on the provincial priority employment grant for the school year and would be on social
welfare during the summer. She did not have a fixed job specification in the school. In the moming, she
usually worked in the daycare. During lunch time, she would be assigned to supervise the lunch room or
playground. After school, she would be supervising students in the playground.

The daycarc had a group of nine children: two infants, three toddlers, and four pre-schoolers.
Except for the two infants, the group of children sat in a circle around the teacher. She was a full -time
student doing a diploma in early childhood education in 3 community college. She was assigned to Jubilee
Public School for her final practicum round.

Andrew, the biggest boy in the group, brought along a toy tank and put it beside him. A small
native boy named Juan brought a book and an Oriental pre-schooler named Sin brought two small tiny ice-
cream cones. None of the girls brought anything. When the teacher said that the children could start,
Andrew immediatcly walked to the front, holding up his tank in one hand and began to explain the toy to
the group. The teacher responded with a couple of comments and Andrew went happily back to his place.
After he finished, the teacher applauded him and commented that it was a nice toy and Andrew knew very
well what to show and what to tell. The two boys went to Andrew and closely examined the tank for one
or two minutes while all the girls sat in the circle saying nothing.

A couple of minutes lapsed and ncither of the two boys with toy went to the front of the circle.
The teacher, fecling a little bit anxious, glanced at Juan and Sin. Neither of the boys moved. The teacher
then talked to Juan and asked him if he would like to show his book to other children. Juan responded that
although he brought the book along with him, he did not really like the book. The teacher invited him to
come to her and showed her the picture of the book. Juan went to her, showed her the book, and told her

that it was a birthday present from his grandmother when he was four years old. The boy and the teacher
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talked to each other for about five minutes while the group of children began to leave the circle. When Juan
finished, the teacher looked around the room aimlessly. A couple of times, she looked towards Sin and
waited for him to stand up. Seeing that there was no move from Sin, the teacher asked the class, "Docs
anybody else want to show their toy?" She looked at Sin again and Sin did not respond. The teacher
seemed to be a little bit impatient and looked at Sin again, asking, "Sin, did you bring anything?" Sin
burst out crying, which surprised all of us in the room. The teacher, still sitting in her place, tried t0
reason with Sin and commanded him not to cry because, "obviously, no one was doing anything wrong."
Sin, still holding the two tiny ice cream cones in his left hand, went to the comer by the window and
sobbed quietly. Neither the teacher nor the other child care worker went to Sin and talked to him. The
student teacher was quite impatient with Sin's crying and warned Sin that she would send Sin home if he did
not stop sobbing.

It was quite a tense atmosphere during the show-and-tell event. Andrew was given adcquate
attention by the teacher because he was comparatively older, articulate, verbal, and responsive. Juan could
maintain a certain relationship with the teacher although he was quiet. In comparison, Sin was a very
sensitive and different child than the other kids. He secured a particular language and maintained a peculiar
cultural pattern of group life. That patiem of life was not made known to the teacher because she even did
not bother to understand a form of cultural meaning that was different from her own. The cultural pattern of
Sin could sometimes become a source of "trouble making” because of the need to re-arrange the cultural
pattern of the home group and that of the foreign group. It was obvious to me that the student tcacher
needad to understand Sin better by becoming aware of cultural differences in human relationships and
classroom management. The proper re-arrangement of the two cultures by the teacher was a great
pedagogical enterprise, and improper handling could arouse re-adjustment problems or even “crisis” for Sin
and even herself.

The two observations reflected different aspects of multiculturalism. The social studics lesson
illustrated the explicit aspect of multicultural education which focused on the overt cultural aspects which
could be displayed or articulated as artifacts, behaviours or verbal signification. The observation at the

daycare referred the meaning of cultural construct that existed beyond conscious awareness. Multiculwral
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education in most schools tends 10 focuse on the overt aspect of culture such as celebrating ethnic festivals,
and featuring ethnic songs, dances, costumes, and food. While activities celebrating the explicit aspect of
multiculturalism might well have some educational value, emphasis on the overt aspects of culture tended

1o obscure the more subtle, implicit, and invisible differences which should have just as much, or more,

impact on cross-cultural understanding.

Exploring possibilities for communal living

I came to a completely new understanding of "community" through teaching the aduit English as
a second language programme in Jubilee Public School. From September to November 1987, 1 volusteered
teaching English as a sccond language to adult immigrants every Tuesday and Thursday morning in Jubilee
Public School. I was given no prescribed curriculum nor policy guidelines nor any resources follow. It
was a completely laisezze-faire policy.

There were three ESL classes in the moming and one class in the afternoon in that year. The ESL
co-ordinator taught the advanced class comprising mostly of Europeans and Latin Americans. John, a
Chinese man in his mid 60s taught the intermediate class comprising mostly of Chinese and a couple of
Orientals from Korea, Cambodia, and the Philippines. I was assigned to the beginner class. A female
student from the University of Alberta volunteered to teach a small class of mixed nationalities in the
aftcrnoon.

The first ESL class was an unforgettable event. I was five minutes late for the class. As soon as I
entered the classroom, I found myself standing in front of a group of Oricntals except for two Spaniards in
their carly twenties. I debated with mysclf for the first five minutes on what language I should use to greet
the class and to start the lesson. I looked around, waited and finally chose to greet the class and introduce
myscif in English. From the students’ facial expressions, I could tell that only one Korcan woman and
another young Chinese woman from Hong Kong understood me. I kept on talking and asking questions in

English for about another five minutes and got no response from the students. The two Spaniards looked

attentive but showed uncasiness.
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1 then talked in Chinese. As soon as I started that, the two Spaniards stood up from their chairs
and left the room. The Korean woman got up from her chair and said " I go there,” pointing her finger to
John's classroom. I nodded to her and said "sure.” The lesson was such a terrible experience that I could
not remember anything after the Korean swdent left my room. The two Spaniards never showed up in my
class again or in other instructors' classes. The voluntcer expericnce was a happy one except when I
thought of the two young Spaniards and their whereabouts.

A starting point for my understanding of the issue of racial segregation or cultural acceptance was
the existence of "groups.” The phenomenon of "group” was universal and appearcd on many analytical
levels. Although the Chinese group in the adult ESL class was a tcmporary one, the fact that they shared
specific knowledge, values, and language cohered them together into a continuous agglomeration where and
when specific knowledge was translated into social acts in processes of interaction. It was also exactly this
coherence between me and the Chinese students in the ESL classroom that pre-empted the possibility for
racial tolerance with the two Spaniards.

Interacting with the group of immigrants in the ESL class heightened the concrete meaning of
communal living. In the class, there was an illegal immigrant woman in her late fifties who always found
herself a victim of race and sex discrimination in the workplace and in the Litwle China neighbourhood. A
man in his late fifties would occasionally be insulted whenever he went to the government office to apply
for unemployment insurance. Another man in his forties would nced to beg the clerk at the employment
centre with his limited command of English for job referrals. A "soujoumner bachelor” in his sixtics still
debated with himself whether or not it was a wise move to spend two momings a week in Jubilce Public
School to learn English, a language that he refused to lcam some thirty years ago. It was exactly the
deficiency of English that had limited him from geting a decent job outside Little China. Most of the
younger students came to lcarn English because of career considerations while the scnior groups came cither
for interest or for social purposes. Occasionally, the ESL classes would go together for lunch when there
were birthdays or other commemorative events. Leamers would donate moncy when death or accidents
occurred to class members. The class of students formed quite a strict boundary and intcractions across

ethnicitics were minimal.
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The ficld trip to the employment centre with a group of ESL students was a bitter experience of
community learning. It was a cold morning in January 1988. I met a group of five ESL students from
Jubilee Public School at the downtown employment centre. Wayne and his cousin Kong were from
Mainland China. Wayne studied English in Jubilee Public School in the mornings and was unemployed in
the afternoons. Kong studied English in Jubilee Public School in the mornings and worked in a Chinese
cafe from three o'clock till midnight. Both Kong and Wayne had a similar ambition "that we do not want
to live like the relatives - make a living in Little China and die in isolation in Little China."”

Peter was a Chinese man in his forties. He told me very different stories regarding where he was
from and what he did for his living. By his accent and the vocabulary types, it seemed to me that he had
lived in Mainland China for quite a long time before he moved over to Hong Kong and Canada. Mr. Hien
was from Vietnam. He used to own a publishing company in Vietnam and could speak several languages;
Chinese, Vietnamese, and French. Other than com..ng to J ubilee Public School to study English
occasionally, he stayed at home and looked after his grandchildren while their parents were at work. He
came to the employment centre because he wanted me to talk to an officer about his application for
unemployment insurance.

Shelly was twenty eight years old and immigrated from Hong Kong in 1983 when she married a
cafe owner in a small town in Saskatchcwan, Her daughter was in the kindergarten in Jubilce Public
School. The years in Saskatchcwan was a nightmare for Shelley. In 1988, she finally convinced her
husband to scll the small business in Saskatchewan and moved to Alberta. Her husband now worked in a
large hotel as a waiter in downtown Kaskitayo. For five years working in the small cafe, Shetley did not
learn any English that could allow her to work in other job other than as a cafe owner. Yet, she thought
that she was still young and could start her life all over again once her child went to school.

The employment centre was quite crowded when we arrived there at about 10 o'clock. The public
arca was crowded with bulletin boards, employment information cards, tables, people with a multiplicity of
languages, diversity of cthnicities, and irregular forms of clothing. In contrast, people across the counter
were characterized with structured patterns of interaction and homogeneity of outlook. An information desk

was placed at the right hand side of the centre with a dozen people lining up. A sccurity guard was
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patrolling around and staring at our group occasionally. At the left hand comer of the centre was another
short line-up waiting for job referrals.

Upon arrival, Peter went to the information desk line up immediately. Wayne, Kong, and Shelly
were curious about the employment slips and discussed among themselves about job types, salary rates, and
job qualifications. Mr. Hien looked around the centre for about ten minutes and then asked me to
accompany him to line up and made an appointment with an officer. While we were at the end of the line-
up, we could hear Peter arguing with the information officer at the front. The arguments became louder and
louder and everybody at the line-up could hear their quarrel. Peter was rejected by the information personnel
to make an appointment with an employment officer. Peter signalled me to go forward and told me all
about his immigration application for a Buddhist lcader to come over (o Kaskitayo to chair the Buddhist
Chapter in Kaskitayo. The application was made a year ago and yet Peter had not heard any response from
the centre. He wanted to talk :0 an employment officer directly and straighten out the matter. The lady at
the information desk shouted quite loudly; "all people who want to come over to Canada have very urgent
reasons and we cannot trust all of them. I suggest you go tack home and just wait until you reccive a letter
from us.” She turned her head aside and looked at the man behind, indicating to the man that he was next to
be served.

Peter went to a bench and sat there alone while Wayne, Kong, Shelley, and I talked among
ourselves about career opportunities and job qualifications, Mr. Hien stood near the entrance and waited to
be called. Twenty five minutes lapsed before Mr. Hien was called to talk to a woman at counter 1. Mr.
Hien took out his documents and laid them out in front of the desk. The woman gave a glance at the
documents and waited for us to talk first. Mr. Hien indicatcd to me to tell the lady that he had reccived all
the documents and yet did not receive any unemployment insurance. I told the lady about Mr. Hicn's
concerns and inquircd about further procedurcs. She was very rude and looked very scornful and impaticnt
with my translation. Every time when [ talked to Mr. Hien before [ translated it into English, the lady
would intentionally look around the centre here and there, seemed to be scarching for documents that were
missing, tapping her pencil loudly signalling the passing of seconds from her finger tips. The conversation

came 10 an end when the lady took out a time shect from her drawer, teiling that Mr. Hicn had to apply for
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a job in person in at least twenty workplaces in one week, get rejected by a shop owner, begged the
signature of the owner, brought in the signing sheet to the centre, showed an officer the signing sheet, and
then uncmployment insurance money would be issued to him. While we were packing up the documents
in a sigh of disappointment, we heard the officer murmuring "sometimes it's not that easy 1o apply for
insurancé than to look for job.” I looked back at her and she made another scornful grin.

As soon as we came out, I saw that Peter was lining up at the job referral comer. It was now
Peter's turn to be served but Peter asked the Filipino woman behind him to go ahead. One of the ladies at
the referral counter told Peter t0 go forward and said that she wanted to see Peter and not anyone else. Peter
murmured to me in Chinese that he knew this woman was not very helpful and would give him extra
difficulties. Nevertheless, [ accompanicd him to the counter. The lady looked at me and said to me, "I
know him, don't run away from me, I would help him of course." The lady examined the slip that Peter
had filled in, looked up the computer regarding that particular job and told Peter calmty; "the gardencr
position was more of a designer kind and required particular training or qualifications in botany. Did you
have any training in floral arrangements or botany?" Peter stood up rudely from the chair and burst out

loudly in Chinese, "let's go away from that bitch.”

The process of problematization and conscientization

The observation expericnce at the daycare, the participation experience in the ESL class, and the
ficld trip experience to the cmployment centre were good discursive practices of consciousness-raising in the
Freirian sense of pedagogy. What depressed me most in the daycare was not the messy room nor the old
furniture but the insensitivity of the teacher, the idle look of the other child care worker, and the
cmotionless cxpression of the children, The daycare in Jubilee Public School was frece and many of the
children were sent (o this daycare because of financial consideration. Five-year-old Andrew stayed in the
daycare everyday while his mother Helena was working as a volunteer in the school. Helena once told me
that as a single mother, she would be better off financiaily by working on pep grant in Jubilee Public
School and had free childcare for Andrew. The native boy Juan and the Chinese boy Sin had to stay in the

daycare for the moming while their mothers were attending adult ESL classes. Two Chincse girls, who
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were cousins and arrived Canada from Vietnam for about one month, scemed to have.a very difficult time in
the daycare in understanding the childcare workers and other peers. One of the teachers told me that the two
girls could just sit by the castle for one whole hout without moving an inch or talking to anyone. I once
spoke Chinese with them and the younger girl told me that their mothers were sisters and were out hunting
for job every morning in the Jubilee neighbourhood. Andrew was the only Cancasian and the oldest child
in the daycare. He talked a lot to the children although most of them did no: understand him. Andrew
sometimes helped distribute toys or snacks to the other children. At times, Andrew and Juan would initiate
some play or games near the castle and attracted some other boys to join them. At that moment, [ had the
feeling that some fresh air was sneaking into the stuffy room and enlivencd it with some music and colour.
But most of the time, the daycare room was dark, smelly, and deserted.

Throughout the several visits to the daycare, I kept on asking myself: What kind of child care was
I witnessing? What was the quality and texture of child care as experienced by this particular group of
children? I had to admit that my strong reaction towards the daycare probably came from my being a new
mother to a six month old boy at that time. In that morning before I went to visit the school, I had been
undergoing a struggle with myself whether or not I should leave my son at a babysitter. The inner struggle
became intensified after that visit to the daycare. Disappointment became bitter criticism and finally pushed
me to probe more deeply into issues of "childcaring.”

The ESL class experience problematized many important educational concepts and their
implications for social change. Through understanding the existential orieniations and lived situations of
some immigrants, it concretized the meaning of a "human being” when the concept was juxtaposcd with
human basic needs of employment, equality, and opportunities. The ficld trip to the cmployment centre
was a good lesson on social literacy, exposing structural violence and many contradictions of our age, such
as ageism, racism, class struggle, and many related human rights issucs.

How could we envision a process of communal living? Was there any universal symbol that was
powerful enough to elicit mutual understanding and agreement? The historical review on peace movements
indicated that the new gencration of struggle evolved out of the condition of global interdependence

confronting humanity today. Humanity could no longer be achieved within individual states. Intcrnational
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cooperation and international recognition of the rights of people are required to maintain peace, to protect
the environment, and to address massive developmental problems. At the individual level, the encounter
with groups of minority and socially deprived classes in Jubilee Public School reminded me of the worth of
cach individual regardless of their race, colour, look, language, and outside appearance. Who they were was
more important than what they had or what they did. Society's values pointed to external measurable social
constructs such as wealth, elegant clothes, and prestigious jobs which needed to be disarmed so that our

apprehension or prejudice could be pointed beyond these exterior measurements.

Understanding peacemaking in modern pedagogy :
An ethnography of school rituals

In spite of the long history of ritology in liturgical inquiry and the tendency of ritualizaticn in
institutionalized life, ritual studies in education did not become widespread until 1970s when critical
theorists began to study coritemporary schooling in relation to cultural forms. Since theu, extensive works
on school rituals were studied in light of "reproduction theory” and "resistance theory,” linking ritval
performance in school with the production and transmission of ideological apparatuses in society. They
constructed school rituals as a collective reference to the symbolic order 2iid situated schooling experience in
the social class division. In this section, I intend to study school rituals as texts of pedagogical encounter

and social relations. The ethnographic intent was to describe the ritual performance in terms that

comresponded 1o the participants’ catcgories.

Describing the atmosphere of morningness

School assembly in Jubilee Public school was a particular kind of socialization experience.
Through the dramatic and procedural characteristics of gathering together at the school gymnasium ¢ ary
Thursday moming, adults had opportunities to engage with students in a sharing and caring way for a
certain prriod of time, to lcad students to grow and give them guidance, to celcbrate student achicvement, to

announce publicly on mis-behaviour, and to cresie a text on childrearing, sclf-understanding, and growth.
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School assembly was a weekly ritual at Jubilee Public School. It was held every “vhursday moming, from
9 o'clock to around 9:30, in the gymnasium.

It was a Thursday moming in the middle of September, 1988. It was also the first asscmbly for
that academic school year. At 9 o'clock, when I was about to enter the gymnasium, I saw classes of
students lining up in the hallway noisily talking to one another. One class of smaller children had alrcady
sat on the floor in the middle of the gymnasium while other classes were led in orderly fashion by their
home room teachers. The front comer of the gymnasium was set aside for a student presentation.  Pairs of
benches were placed at the back for teachers, volunteers, parents, and visitors, while a piano was placed in
front of the children. A parent who used 10 be a student at Jubilee Public School forty years ago and I were
the only two visitors for that assembly. The gymnasium was crowde.! with talking and giggling uatil the
vice-principal and another teacher signalled students to quieten down. Students' wualking, coughing, and
pushing finally halted when they saw the music teacher approaching the piano and began to play on it. |
happened to stand next to the principal when "O Canada" was sung.

Following the national anthem was a prayer and another song “to warm students up." The
chronological events of the assembly were:

- singing national anthem and prayer

- greeting from principal

- principal talk on the proper use of slides in the playground

- disapproval of the behavioural problems in the lunch room

- introducing new students and attending parents

- reminding student of good manners at the annual community dinner that evening

- congratulating on ethnic student and his family who were awarded Canadian citizenship

- reminding students of the upcoming school visit by the Prime Minister of Trinidad

- reminding teachers that he would personally teach a unit on Trinidad to every class

- student presentation on the origin and meaning of Thanksgiving

- singing "Thanksgiving" together



142

- acknowlcdging three students for their honesty in returning found money

- awarding certificates to students of the week

- conversation between the police liaison office and students regarding absenteeism, fighting,
staying away from strangers, picking up or smoking cigarette butts, refraining from playing with
fires

- song

- God Save the Queen

- dismissal

The assembly proceeded in a cheerful atmosphere. It started off with the national anthem. The
music from the piano and the principal's singing were strong with a clear chorus from students. The
singing of the national anthem by students in the gymnasium of Jubilee Public School, however, gave a
tension to the music. A similar tension was revealed again when the principal led students in prayzr about
God and the Queen. Inhering in the national anthem and national spirituality was a questionable
appropriation of the cultural meaning of being together in a community school under the names of the God
and the Queen. Spiritual needs in the multicultural Jubilee Public School was hard to define because the
denominational terms of Christian spirituality did not fit the social constructs of the ethnic children.
Although the principal is a very committed Christian and his educational innovations and philosophy were
attempts to bring his Christian beliefs into praxis, he still needed to secularize Christian preachings and
abstract virwes from reification. The Thursday morning assembly provided a good setting and an
appropriate atmosphere for cultivating Christian virtues on citizenship, responsibility, honesty, and other
human values as living and breathing entities.

Aftter the ritual ccremonics of singing and praying, the Principal stood out in front of the crowd of

students and greeted the students with love and care:

Principal : Today, we have something to do. Good moming boys and airls.
Students : Good morning Mr. Sater
Principal : It's nice day today?
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Students : Noj/yeah.

Principal : It's cold this morning, isn't it?

Students: : Yeah.

Principal : I sure hope I can stav in my bed, have one of the blanket pulled on my
head.

Students: (laughing ).

Principal: Then I said to myself, I'll miss all of you, and I said I better hurry up to

school, and now I am here. (Coughing ).

----------

Principal : Now, the weather is changing, how should we dress?
Students : Warm.
Principal : Yes, you should dress warm, especially your chest. Make sure that the
chest is warm because you can catch a cold. Idon't want anything to
happen to any of you. So please dress properly when you come to
school. So the weather might be warmer but you are taking a chance having a
cold.

The personal and warm greeting between the principal and students and the consequent conversation
set forth a tone for pedagogy. Acting as a fatherly figure in the school setting and, at the same time, giving
motherly concem to students regarding their fecling and clothings, endowed the principal with a trusting

relationship that went beyond managerial and cognitive authority.

Describing the ritual of hugging

When the assembly was over, students lined up to leave the gymnasium while the principal and a
couple of teachers would stand at the entrance shaking hands or hugging those who wanted to have the
bodily embrace. According to the principal, the ritual of hugging was an important bridge for mediating a

good relationship between the students and himself. He said:

A hug or handshake in the morning exudes warmth and sets the tone for the day.
Students need that kind of daily contact and affirmation. They need to know that we care
about them, that they are important, and that we love them. Therefore, we m::st be
consistent and do it daily. I believe that saying "help” is a teaching activity.

Jubilee Public School was publicly acknowledged as a "tough school,” a label that brought forth
images of class clowns, "doing-nothing,” bullics, muscle ladies (McLarcn, 1989).  The list of student
misbehaviors or transgressions indicated by McLaren included: buffonry, ridbaldiy, railler, hoopla, open
disputation, thwarting a lesson through brusque remarks, constant carping at the classroom rules,

nonnegotiable demands, incessant jabber, insouciant slapstick, marvelously inventive obscenitics (1985, p.

87-88). In Jubilee Public School, comparable violent and resistant student characters couid not be located
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although the presence of inattcntive and aggressive students could not be denied. Let's hear the conversation
between the principal and the students and construct a picture of pedagogy in Jubilee Public School:

Principal : (Talking about the community dinner tonight) What are some of the good
things that you would do?

Student : (Hands up and murmuring at the same time) Not rude ...

Principal : Yes, don't be rude at the supper table, right.

Student : Don't fool around.

Prircipal : Yes, don't fool around.

Student : Be good.

Principal : Be good.

Principal : And you grab for food?

Students : No.

Principal : That's not very nice, right? You wait until you are served. Will you
pile up your plate?

Students : No.

Principal : Or you just take enough you can eat? (wait) Take what you can eat.

Principal : Then, on the 20th of October, it's a Tuesday, we have a very special

visitor coming to the school. We are very fortunate to have the Prime
Minister. Who is the Prime Minister of Canada

Student : Don Getty.
Principal : Yes, Mr. Don Getty is the Premier of Alberta, but who's the leader of

our country? (Wait) Yes, anyone?

Student : Queen.

Principal : Yes, Queen is the head of the state.

Student : Brian Mulroney.

Principal : Yes, Brian Mulroney. I think we have to do some boom up on social
studies. Who is the Prime Minister?

Students : Brian Mulroney.

Principal : OK, Right Honourable Brian Mulroney is the leader of our country. He

heads the government, the government makes laws by which we are
governed. And he has his own party. And then in the province, we have
the Premicr.

School assembly in Jubilee Public School was a piece of pedagogy having every participant's
input into it. Numerous gestural and procedural symbols encouraged input from students. New students,
visitors, and parcnts were cordially acknowledged. Special events and achievements were publicly asserted.
Honest students were publicly congratulated for returning money they found. Certificates were awarded to
nstudents of the week.” Ethnic students and their families were mentioned when they were granted their
citizenship status. Other than the gestural and procedural, symbolic rituals integrated moral lessons into
cvery single moment of the assembly. The principal talked about the virtues of being polite and honest;

tcachers talked about the virtres of being helpful and friendly; police talked about the meaning of
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responsibility and good conduct. Teaching was not placed in an abstract context nor put into a slot in the

daily classroom schedule. They were presented as virtues that had been witnessed and were to be lived by.

Smelling the warmth of the senior lunch programme

The senior lunch room was a big room in the basement. Six rows of tables and chairs which
could accommodate about eighty persons for lunch were placed across the room. Every Tuesday at noon
time, about forty to fifty seniors from the community would come to the school for a free hot lunch. The
main dishes were usually provided by the catering students of a nearby composite high school while Mother
Elizabeth and a couple of her assistants would prepare soup, salad, coffee or deserts. The senior's lunch at
Jubilee Public School was initiated by the principal five years ago when a city newspaper reported that
senior citizens in the area were unable to afford a decent meal. The principal saw fit to bring the scniors
into the warmth of the school building and allowed the children to help serve them a nutritious and hot
lunch.

One Tuesday in December 1987, I was invited by Mother Elizabeth to watch and help her in
preparing a senior's lunch. The main dishes had been brought into the school and were warmed up in the
oven. Mother Elizabeth and her two assistants were making salad while I helped arrange the table. Scniors
began to arrive and found their usual seats. Some seniors came as a group while others came in alone.
Most of them engaged with one another in casual conversation except for a couple of them who were cither
reading newspapers or just looking around. I overheard most of their conversations as they spoke in quite
loud voices because of hearing difficulties of their partners. Conversational topics included the dcaths of
long-time friends, visits of spouses in hospitals, accidents of falling on the icy road, quarrel with their
children or daughters-in-law, good buys on old fumitures or winter coats from a thrift store, prizes obtained
during bingo events, and getting to know new friends from Sunday or funeral services. Most of them talked
slowly and in sighs of relief. They would shake their heads for a couple of times when they heard any sad
news. The flow of their conversations was spasmodic, interrupted frequently whenever there was no

response from the audience or when people initiated new topics. After some intervals of time, many old
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topics that had been hanging in the air would be taken up again with one or two seniors adding a couple of
comments or information on it. It seemed to me that most of the conversations were exchanges of
information. They were not interested in exchanging opinions or judgments. Senior citizens were equally
satisfied whether or not their talk aroused response. They did not really care whether or not there were
people listening to what they said. They were content speaking to themselves, pretending that some people
in the room must be listening.

At about twelve o'clock, the school bell rang and a group of five students poured into the senior's
room and stood beside the serving table looking curiously at the different dishes of food. Mother Elizabeth
asked two of the students to pass around the buns and butter while the two assistants took the soup to the
tables. The principal entered and sat at the table by the entrance with his three visitors: the judge from the
Citizenship Court and two representatives from a division of the Northwest Territories school boards.
While he saw that soup and buns were placed at every seat, he stood up from his chair and led a prayer.
After the prayer, the two assistants started serving the meal from the principal's table while the students
served from the front tables. Upon knowing that everybody was served, Mother Elizabeth indicated to the
assistants, students, and [ to have lunch by the serving table. Food was a litle bit cold by then but it was a
very orderly and cheerful afternoon, orchestrated with conversations, laughter, noise from drinking the soup,
hot air from the kettle, and smells from the oven.

About half way through his meal, the principal stood up from his chair and told the crowd that he
had to leave early for a lunch time mceting. Before he left, he presented the Citizenship Court judge a
bouquet of flowers, expressed appreciation for the volunteers and students in serving the meal, and wished
the seniors an enjoyable lunch. The meal went pretty quickly. By one o'clock, everyone had finished
tunch and left the room. Mother Elizabeth, the assistants and I helped clean up the dishes and the room.
We talked and drank coffee while we were washing the dishes. It took us two whole hours to clean up the
kitchen.

Obscrving and participating in the senior lunch room enabled me (0 understand the official

mcaning and the uncxplored meaning of the lunch cvent. People working abave the school basement saw
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the lunch event as an educational event containing important pedagogical values. By arranging the occasion
in which students and parent volunteers found ways to care for the elders within the context of school and
then 1o take up relations with the elders as humans, possibilities for caring and respecting elders was
encouraged. The senior lunch was a good opportunity for youngsters to interact with, respect, and serve the
elderly. Children would be less inclined to take advantage of senior citizens if they had frequent
opportunities to see, talk, and interact with them. Children would also leamn and understand that seniors
were human beings and to appreciate their accomplishments. They would understand that aging was a
natural human phenomenon that all people have to undergo. These socialization experiences were an
important and unique part of learning in Jubilee Public School.

The lunch eve it gave me another essentially different understanding of the school. The bascment
in general, and the lunch room in particular, was felt as a very private space for the underclass. Native
volunteers and unemployed parents tended to group and stay around in the lunch room. Certain kinds of
smell from food or from the old clothings piled up outside the lunch room was always in the air. The
smell would be considered illegitimate in public spaces such as classrooms and hallways. In the senior
lunch room, however, the smell was legitimate and represented a certain flavour of the underclass group.
The space and the smell defined the social organization and interpersonal relationsh’zs of the school. It
signified a deprived environment in which the issues of age and class were made paramount. Anylime
during the school day, I could see groups of natives and volunteers relaxing or doing chores in the room.
What did the structure, organization, and topics of the conversations during the senior lunch event tell us
about the issue of ageism? What did it tell us about the issue of class when an underclass of people tended

10 segregate theméelves from others by creating a deprived environment in the bascment of the school?

Describing the festive spirits of the Chinese New Year
Since 1970, Chinese New Year cclcbration had been made the biggest annual event for Jubilee

Public School. I had chances to attend the annual celebration for the three consecutive years of 1987, 1988,

and 1989.
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In the Chinese New Year Day of 1987, I arrived the school at about 7:30 p.m. As soon as I
stepped inside the school building, I saw a long queue of people lining up outside the jammed packed
school gymnasium, waiting to be seated for the performance. I chose a seat in the third row and had a good
view of the stage and the gymnasium. The programme included an invited kung-fu demonstration and a
guest ballet dance, in addition to student performances of different grades. I had a quick glance at the
audience and could recognize many important people such as government officials, party leader and
representatives, mayor, judges, school board trustees and superintendents, MLAs, city aldermen, and the
police chicf. The principal with a traditional kung-fu suit and a Chinese cap stood in front of the crowd and
introduced to the audience the music teacher who was congratulated for arranging all the student
performances. The programme started from Grade One to Grade Six, followed by the invitational
performances of kung-fu demonstrations and ballet dance, and ended with a dragon dance by all the male staff
and some boys from the upper grades.

It was the Chinesc; New Year Day of the year of dragon in 1988. My husband and I were invited
for the Chinese New Year dinner and the performances. The dinner was held on the top floor of the school
building with about 600 auendants. A dish of choy suey style of Chinese food was served to every
atiendee. Similarly important people in the 1987 celebration could be identified. Medals and plaques were
presented to people who made significant contributions to the school. During the performances, I happened
to sit next to the Citizenship Court judge and had a good chance to share her Citizenship Court experience
with me. She had a long personal relationship with the principal and praised him for the outstanding
achievements of the school in the area of citizenship education. Serving the Citizenship Court enabled her
to meet and understand people from all over the world. She also told me the difficulties for average
Canadians to undo racial stercotypes because she thought that cross-cultural understanding needed to be
practiced in a real context of communicating and interacting. Recently, she advertised the ceremony of the
Citizenship Court and hoped to encourage the general public to visit the court. The programmes were

intcresting and similar to those of the previous year.
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It was the year of the snake in 1989. Iattended the dinner and the celebration with friends from
university. People at the guest table wers more or less the same group of people of the past two years.
The grade S classroom teacher Linda was the master of ceremonics. Many medals and plaques were awarded.
Some new and simpler performances were presented.

In observing the celebration, there were mixed feelings and a plurality of perspectives regarding the
celebration. For every new year, two nights of performance were held in Jubilee Public School. The first
night was attended by students and their familics while the second night was for invited guests. Sitting in
the midst of the majority of Canadians and watching a Chinese festive celebration, it seemed to me that all
of us were not safely anchored in any one particular system of cultural meanings, nor moved within an
unquestioned cultural whole. Student performers and audience lived in a fragmented cultural universe
combining elements from various cultural systems. The celebration was intended to scrve the function of
passing on or rejuvenating a tradition for ethnic Chinese students. But when the celebration was displayed
as a series of performances and a feature of cthnic identity, the situation became one in which the cthnic
group themselves were constantly confronted by Canadians and their privileged cultures. Although culture
was constantly growing and thus was in a fluid state of interpretation, the fact that the programmes were
more or less the same every year conveyed to the audience that Jubilee Public School had a specific kind of
interpretation of the Chinese New Year. The interpretation, at least in principle, was available to the
audience although it may not have been effectively shared among them.

Since I started my research with the school in 1986, I had been closcly obscrving the preparation
process for the Chinese New Year event. The celcbration mobilized all the people of the school and could
cause tremendous upset and tension for teaching and leaming. During the first staff meeting in 1987,
similar concems had been raised regarding the cost and meaning of the annual cclcbration. The public
relation aspect of the celebration, as strongly emphasized by the principal, over-rode the discussion among
staff members. The celebration served important social and political functions. In spite of the instruction
from the principal that teachers should attempt to integrate the theme of the celebration with the

curriculum, Linda was not sure what to do. Being a Caucasian herself and having four cthnic Chinese
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students in her class, she intended to have students teach her about the Chinese New Year and decided to go

from there. She said:

That' - thinking because I have no literature, or really no
unde: st 2 ¢ 1inese New Year. So that's why I am not going to say
anvthiny; deat about the Chinese New Year. I am just getting
H PR VLI . ;w from Vanh and Linh and what they can tell me, what
oier tegiin - -~ tell me, and that's what I am going to teach my students. ......

I think tiis <ar there is not sz much upset and tension. We taiked about it at
the beginning o7 the year, and we thought how can we integrate things together
in the subject arca and how can we permit at a certain time of the year in all the
grades, try to have a theme, may be reading in all the grades, reading something
about all the plants, so that they can talk to teach other, you know, something
in common. Since this year is the year of the dragon, so we thought, "well,
let's try to bring in fairly tales about dragons, talking about dragon, poems about
dragon, rea! life dragons, or whatever. Want to bring it into science. Then it's
not so much of Chinese New Year cultural activities, but the dragon kind of
taking over the theme too, trying to blend things together, and in that balance
the tension between the curriculum. Of course, it can be the curriculum. It's just
what your idea of curriculum is. It's not so much.

The festive event offered many arranged spheres for students to develop their potentials. These
possibilities were not so much to be found in curricula or in patterns of school organization, but in
occasions where the world in which students lived was brought for closer examination or participation. She
strongly believed that the celebration had opened up access to the world in a variety of performances so that

students were able to confront the world seeing, observing, describing, experimenting, counting,

understanding, and questioning.

Understanding the principal and decoding educational leadership

The interest in understanding the principal was fanned after viewing the media reports about his
accomplishments, hearing his outstanding speech on innovative educational philosophy, and witnessing his
stylistic role of educational leadership. To my great surprise, the principal was always busy with speech
cngagements, presentations, and social events during or after school. I had difficulty in booking a
conversation appointment with him. During the first year of research in 1987, I had booked three half-an-
hour conversations with him in his office. Each of the three conversations was booked three months in

advance and involved three to four cancellations before he could finally make it.
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In addition to that, every conversation was interrupted with phone calls or other forms of school
"business.” At the content level, I was not satisfied with the conversation. My initiation into a more
personal and problem-posing conversation with the principal did not come as expected. What he said to me
in the three conversations was more or less the same as he spoke in the media reports or public speech
engagements. The opportunity for me to open up a genuine dialogue with him was almost impossible
because he was t00 pre-occupied with what he had in his mind. After every conversation, I was dubious of
to what extent his speech reflected what he really thought and believed. Would it be that the highly
publicized image of the school had frozen his understanding of what he was intending to do? Would there

be some unkown aspects of the principal's leadership and style?

Observations in the principal’s office

The interest in understanding the principal through gestural studies was reinforced as I read along in
my journal and found many interesting gestural descriptions of the principal. These gestural descriptions
provided a direct and less mediated means for the expression of thought and feelings. From the descriptions
of the principal's hugging, hand-shaking, shoulder-patting, I realized that gesture was a form of natural
language of the principal which could reveal fully the inner process of idcation on the onc hand and the
social processes of formation of a communicative code on the other. His gesture of embracing or hugging
people stood at a point of fusion between symbolic representation and the ritualization of action in social
interaction, without which human language would not have been possible.  His body postures and
movements were very visible and could be viewed deliberatcly expressive of thought and feeling. Also,
observation about his ways of interacting with people indicated some embodiments of the dominant
metaphors of the social structure of a community school.

It went without my notice that I had actually gathered a great deal of information on the principal’'s
gestures in my journal from Januzzy 1987 to April 1988. The information included his way of hugging and
greeting people, the tone e used in talking with the staff, his different facial and gestural expressions in the

school whereabouts. There was a long entry dated June 1988 in my joumal. It read:
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It was a hot Thursday aftemoon. I was expecting to meet a teacher and gave her
back some students' assignments. The school was very quiet as I was sitting at the bench
waiting. For about fifteen minutes, the principal sat still at his desk, looking aimiessly
at the window. Occasionally, he rubbed his eyes and did not scem to notice my watching
him. Eventually, he stood up from his chair and walked toward my direction. It seemed
to me that there were a couple of tear drops around his eyes. As soon as I saw that, I felt
anxious and did not know what to do. He made a signal to me and shook my hand. With
his usual friendly and calm manner, he whispered "hi" and walked back to his office
without waiting me to greet him back. He then walked back and forth aimlessly in his
office, sometimes twisting his fingers and sometimes holding both hands at his back.

At about two thirty, the icy silence of the hallway was broken by the school bell
as students were running out from their classrooms from various directions. The
principal walked out from his office again and waited at the door anxiously. As soon as
he saw a middle-aged woman approaching, he streiched out his two hands and embraced
the woman in his arms. The woman burst out sobbing and murmuring a couple of
things to the principal. The principal patted on her shoulders, walked into the office with
her, talked something into her ears and embraced her into his arms for at least two or three
minutes. Gradually, students walked by the office and noticed the scene. The smdents
stopped at the office for a couple of seconds and then left with curiosity. The principal
then walked out the office with the woman, shook her hands at the door, let go her hands
and watched her vanish from the stairs. As he tume:} his head back, I realized that his face
was very pale with traces of sobbing. He walked back to his office, sat still on his chair
for about five minutes, rubbed his eyes and sighed occasionally until he was disturbed by
a phone call. Ileft the bench when a teacher asked me to go to her classroom.

The entry had sustained my curiosity until I found some clues to what happened at the principal's
office on that day. The woman was the mother of "defiant Tina," a grade two student who had consistently
created lcamning and behavioural problems in the school. Both the principal and some teachers thought that
certain measures necded to be taken by the school. They conferenced with Tina's mother over the telephone
for suggestions. Her mother said that she was very busy at work and was willing to Iet the school do
whatever they felt appropriate for Tina. Throughout the two months of May and June 1988, Tina became
more resistant and violent in the classroom and in the playground. Her mother was called in for a final
discussion before the principal took further action. During the two-hours long conversation with Tina's
mother, the principal was strongly moved by the biographical story of te single mother who herself was a
victim of child abuse and social injustice. The mother struggled to survive for the betterment of Tina.

A week later, I happened to meet the principal on the hallway and asked him some questions about
Tina. He confessed to me that he had had an unexpectantly strong reaction toward Tina’s mother in that
afternoon when I saw him sobbing. He told me that he was a very emotive and intuitive person and liked

t0 express feelings to people through his body. Although people would think that the story of Tina and her



153

mother was typical in the inner city, he thought that it was morally wrong to treat Tina as "impossible or
the helpless.” As a member of Jubilee Public School, Tina would be granted equal or even extra care
regardless of her family background. The principal also told me that the strong reaction towards Tina's
story had restored in him some inner strength and charged him with newer ideals to continue working in
Jubilee Public School. The newer ideals included cultivating more rapport with Tina's mother and lct Tina

reveal her family problems to her teacher and classmates in the classroom.

Revitalizing the meaning of an open door

The principal's office was located adjacent to the staff room and in front of the stairways. His
office door was always open whether he was in or out, whether he was working alone or with some
visitors. For the three personal conversations with me, he maintained an open door at all times and thus
distractions lingered on. In the course of our conversations, he would occasionally glimpse outside and thus
keep in touch with every passer-by, waving or saying "hello” to them. Every time [ passed by that office
dosr, 1 had a tendency to look inside and say "hello” to him. Most of the time, I either got into a short chat
with him or got introduced to his visitors. The ritual of maintaining an open door was often accompanicd
by other routine or instrumental proceedings such as easily getting into a relationship with a third party
easily.

The "open door” inherently embedded bundles of personal and pedagogical presumptions.
Ensconced in the framework of both private and institutional life, .ie open door became part of the
principal's socially conditioned and biologically constituted rhythms and metaphors of human relationship
between him and the school. This kind of ritual could do more than simply inscribc or display symbolic
meanings or states of affairs. It could, at the same time, instrumentaliy bring states of affairs into being,
such as indicating to people that he was accessible and approachabl~ at any time, that his being as an
educational leader was not isolated with the being of other members ¢+ the school. That same open door,
however, could be an obstacle for building up genuine relationship. Dr:ing our three conversations, he had
never gone to the personal level that I expected. By kecping the door ¢pen at all time, it scemed to me that

he could not share with me his inner feclings or struggles. In the midst of the npen space between his
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room and the school hallway, his explanation sometimes needed to be cut short or made vague instead of
claborated with concrete specificities. It turned out that the three conversations with him was more or less a
replication of what he usually said in any public space.

My personal rcaction towards the door was that although the door was open, it did not seem
inviting, for me at least. Every ime I was sitting at the bench right across the principal's ofiice waiting for
student or teacher participants, I felt frustrated and undecided whether or not I should initiate a conversation
with the principal deeper than just saying "hello" and “how are you.” The door seemed 0 serve more as a

psychological barricr than really a "door" in gaining access to his world.

Uncovering the different realms of educational leadership

Ritual performance could gencrate meanings as well as reinforce particular values. The principal’s
greetings of children would be a very good ritual in exemplifying these twofold functions. The principal
was a very polite and modest person. Most of the mornings when I came to teach aduit ESL, I would sce
him standing at the stairs and greeting his students "hi" either with a hug or a handshake.

One February afternoon in 1987, I was waiting outside the principal's office for two students to
taik to me about their nuclear war assignment. Just a few minutes after the school bell rang, the custodian
brought along a grade 6 girl toward my direction. As soon as the principal saw the girl coming, he opencd
his arms wide and embraced her into his arms, The girl started sobbing at first and gradually began crying
out loud. The principal did not say a word but just embraced the girl in his arms and let her cry for a couple
of minutes. When the girl stopped crying, the principal let go his arms and indicated to the custodian to
bring the girl home. Later, I found out from two other students in the girl's class that the girl had run away
from home for three days and was taken back by the police liasion officer. During the moment of
cmbracing an unhappy child, the whole school became quiet, witnessing an evolving relationship between a
student and their beloved principal. The relationship was not mediated by language nor preaching, It was

fully constituted by a greeting which had become a unique realm of cducational lcadership in Jubilee Public

School.
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The prircipal's philosophy of education evolved around a strong Christian conviction and a
Masiowian psychology, which he summed up into four pedagogical principles: hope, love, trust, and sclf
esteem. “ihe principal characterized pedagogical hope as the basic life orientation, scarching for what was
still 1o corne and a realization of what did not yet exist. This kind of anticipatory consciousness of
huranity was placed at the centre of the Christian tradition of faith, trust, and love, the indissoluble triad of
ideat Christian life. From the triad radiated centain elements of love for the world and its people, trust in
humanity's ability to change the woild and shape the future, and hope t0 actualize the ideal Christian model
of life. Therefore, the peace pedagogy of Jubilee Public School was bascd on the principal’s strong
convictions of love, trust, and hope. These human values necessarily implied a sign:icantly radical
alternative orientation of schooling. In Jubilce Public School, pedagogical love was concretized into
pedagogical criieria and curricular atmosphere characterized by such concems as social justice and human
rights, solidarity with the poor, nonviolence, personal and intcrnational morality. To love a particular
person, according to the principal, was often to commit onescif to an open-cnded relationship. It was not
merely to love the present person or to love that person as one who had a.spcciﬁc history. It was also to be
prepared to love the person in the future desy-ite the many changes that may take place in the character of the
beloved.

In additios: to the theological dimension of educational Icadcrship, the principal also aticmpted to
secularize his religious belicfs into human potential. He said that any injustice or violence in this world
was constituted by human mis-conduct and thus everybody had a fair share of the responsibilily for
uwransformation. Conversions involved a repudiation of sclf-centred ways of thinking, fecling, and acting.
This implied an acc:ptance of the normative priority of standing alongside with the oppressed as the starting

point for new life. The principal said :

Every human being is a very special human being. And the children who come to this
school are cqually speciz! and unique. For me, it's morally wrong to dwell on the
weakness of the people.
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The principal sccularized the issues of equality and human rights into an education for mutual
understanding and experience of fellow human beings regardless of their gender, race, ethnicity, colour,
language, class, religious belicf, or political creed. Education for human rights in Jubilee Public School
evolved around the moral principle of humanity. According to the principal, all people were equal and
unique moral beings. The fact that the equality of rights could sometimes not be easily defined nor
protected in legal terms required him as the educational leader to see human rights from a moral stance. By
declaring that the <:hool stood in place of home and staff stood in place of parents, the principa; articulated
a concept of schooling as a family embodied an intentional form of social integration bascd oa the
phenomenological meaning of family. A family, as the principal believed, is an environment whereby he
could stress feclings about each other and put his arms around the students and say, "hey, you're OK."
Because love, trust, hope, and self esicem did not invoive discrimination, students were always affirmed by
cach other, which in turn, encouraged an appreciation of G+ldes that were true about a person so that they
could continue to grow in a positive way. Affirmation through raising self esieem was a way of showing
faith, respect, love, and hope in peonle. Students' dignity and personal growth as transformation and
transcendence were respected. In this sense, humian rights education was a form of educational

cmpowerment in Jubilce Public School and the principal was highly credited as an einpowering educational

leader.

Understanding the custodian and the meaning of “caretaking"

Other than the principal, the school custodian Mark was an important symbolic personality in
Jubilce Public Schoa!. Mark was a small but weli-tuilt man in his fifties, always wearing a friendly smile
on his face and a big bunch of keys around his waist. His smile was so sincere and engaging that he could
cheer you up whatever a bad day you might be having. A lot of time when I went to the school cither for
having conversations with other participants or doing cthnographic oheervations, I would run into him and
chat with him for half an hour or so, and obtaincd an up-to-date story sbout the school which would have

been unavailable to me if T had not secured a trusting relationship with him.
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What was the original meaning of "custodian?” What was the meaning of custody in a school
context? The concept of custody, according to dictiorary definitions, entailed a meaning of control over and
an implication of taking charge of. How was this meaning reflected or distorted in Mark's roic ir: Jubilee
Public Schooi?

Mark had been working as the school custodian in Jubilee Public School for fifteer years. During
that long period of time, he witnessed the transformational history of Jubilee Public Schoot from one of the
most unrecognizable half-time elementary school to a most respected model of an inner-city school. He
also witnessed the revival of the Jubilee community from a deserted outskirt of the city into a prosperous
economic centre. For Mark, everyday at Jubilee Public School was a busy day. His duties in the school
fell into two main categories: housckeeping and caretaking. Housch- ¢ping work was casy to definc but
they were endless: cleaning the floor; taking care of the boilers, ver:!'>tion unit, and firc cquipment;
carpentry work and plumbing; picking people up and dropping people off; paying bills; ctc. For the role
as a "caretaker,” Mark said that it consisted of "taking carc of anything and everything:" supervising kids
on the playground, substituting for teachers when they were at mectings, taking care of the gencral office
when the secretary was absent or away. He was always the last resort for any emergency. Knowing Mark
for about two years, I began to sense that the meaning of the word “custody” in Jubilee Public School
context was more as a form of physical and emotional care than with housckeeping.

A typical school day for Mark would start at a quarter 10 six, the time tkat he left home. On his
way to school, he would pick up Mother Elizabeth. Upon arrival, he would do whatever he had not been
able to get done the night before. At 6:30, he went for a big nutritious breakfast at the Salvation Army so
as to boost himself with enough energy for a busy day which would end as late as 7 o'clock. Mark never
complained about his workload. He explained the functioning of a school as a jigsaw puzzle in which every
single person was one important picce of the puzzle. He was one of the many picces, not more and not
less. It was a participatory aud co-operative game that everybody contribuied to ibe larger system in their

own ws;+ He typified his role in the school in the following way:



158

But in the school, there is really no job classification, cause you do everything.
You may be a custodian but then during the day may help teaching. You know
somebody has to for some reason leave the room, and I have to go to the room and not
teach but be there in place of teacher, you know. And probably lots of different jobs you
do during the day, you know. You may have to sit in and do the secretary job because
there's nobody around. And there has to be somebody there to phone, and you have to do
her job, especially when the principal's gone. ........

And there are so many many things, so many many things, like now we have
many programmes in this school. Many programmes. Mind you, now we have as many
as forty different programmes going on in this school. And a lot of them I do, like I am
supposed to work 8 hours a day, but I don't work 8 hours a day. I work many hours, and
lots of people do that because lots of the extras I do on a voluntary basis, ..... But lots of
things I do on Saturdays and Sundays that won't get paid for but that because I volunteer
that time, you sce. And I enjoy that. Keeps the kids off the street, you know, lots of the
kids don't have anywhere to go on the weekends and they come over here....... So, like I
say, it's a job that includes many things. Different days we have different things. ......

On Monday morning when I come here, there are two cases of milk in the front
door. Big bags of milk; so then I have to put that away, open the door. Each day, there
are differcnt things. Like Tuesday is the dinner day. So that means extra work to get
things ready for that dinner day. And then, on Thursday, we have what we call assembly.
So that means the gymnasium has got to be, as a genera! rule, swept, washed, and waxed,
and it's quite a big arca. And I do that in the moming, all by myself before schooi comes
in in the moming. And the kids get home carly on Thursday and we have what we call
staff meeting on Thursday aftemoon. ......

The fact that housckeeping chores and caretaking responsibilities for Mark were endless had to be
considered in relation to the popularity of the school, its geographical location, and its socio-cconomic
characteristics. With a rtio of eight certified teachers, Jubilce Public School now had as many as forty
different programmes going on in the school. A lot of "extras” would be placed on the shoulders of Mark
and the support staff. The geographical location of the school in downtown area gave extra work to Mark
as well. In the winter, the sand and salt put in the downtown area would form a wax of powder on the
school ground, hallway, and classrooms. Additional cleaning work was required, especially considering the

fact that winter in Kaskitzy ¢-:uld last for as long as six months.

“Going for the exira mile”
Jubilee community was also a community of natives and transient immigrants. Alcholism was a
big problem in the community and prople often lcft soiled bottles at the school ground. Everyday in the

moming, Mark had to spend half an hour or so walking around the school ground picking up beer bottles.
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There was time extended there that held Mark back from doing something else that he might have 10 do. He
always came to school and worked on Saturdays in order to make up the work left behind during the school
days. Also, he felt compelled to come back to the school to help watch the kids because "lots of the kids
don't have anywhere to go on the weckends and they come over here.” He knew that many of the things he
did was far over and above what a custodian would normally do. But in Jubilee Public School, as Mark
explained, there were many people of his kind that "would go the extra mile.” It was also because of the
presence of these people that were ready to "go the extra mile” that contributed to a school atmosphere of
"Christmas everyday of the year:"

And as [ have 1old many times reporters that ask me, as we know, "why do I work here?”

Then I just tell them that "well, it's like Christmas every day of the year.” And it is

because it's not getting gifts but you get s g in the moming or somebody give you a

hug and at the same time give you a kiss on ine chin. That's like a Christmas gift to me,

you know. So, to have this kind of situat:on in your life, you know, to me that's why

we are here to enjoy life. So, if you don't have that kind of situation, you may r:ot have

been here, because you know, it's like playing cards with somebody that is cheating.
You know, you are wasting your time.

What is care-taking? What is caring? I began to understand Mark more as I came to obscrve his
attitude and commitment towards work. Being a custodian in Jubilee Public School, according to Mark,
was a way of enjoying life. Mark understood that his "housckeeping” role required of him to provide a
clean and safe physical environment for learning. At the same time, the role of "care-taking" requircd him
to provide a psychologically and emotional stable environment for growing up. The merging of the two
roles gave a peculiar challenge as well as job satisfaction for Mark that "made me feel good over the ycars
and gave me a happy life.” That was the reason why he spent fiftcen years in Jubilee Public School and yet
cnjoyed very much his work.

Mark was very proud of the success story of Jubilee Public School. He was morc proud of having
the opportunity to work for the principal and securing such a long-lasting relationship with him. Mark
strongly admired the principal for his whole-hcarted devotion to the school. Although Mark strongly felt

that everybody in the school was equally important in contributing to the school's success, he could not
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refrain from relegating the principal to 2 more important role whenever he mentioned the success of the

school. He said:

And everybody in their own way, they are important. No one person is more important
than the other, except Richard. Because Richard is sort of, like a letterhead on an
envelope. He needs the credit we need to matching him up and getting all the publicity
he can because this way people will help this school. But if I were to get the credit the
way he does, they wouldn't help because he is the important piece in the puzzle, the most
important piece in the puzzle. ......

To us, he's the most important. He's the guy that gets us the money and get the
programmes we need to help the kids an do the things ihat would make us feel good, you
know. But he is the key in the lock. So, we don't want the kind of publicity that he
gets, you know what I megn. We want him to have that, he nezds that. And it's hard on
him, you know. It's hard on him because that kind of pressure is constant. You know
we have to go and do a presentation here and éo a presenitation there in order to let them
know whal's going on in the school. But we are cll, he includes us all in the
presentation. We arc all a part of that. And he is the person who says, "well, this one,
this one, this one, you're all important. I need them all. I couldn't do what I do." Butit's
important that he gets the publicity and this kind of thing to be able to bring in the
resources 10 do the programmes we have been doing. Right from the guy at the bottom
to the guy at the top, everybody is equal here. There is no top and bottom. Everybody is
equal. When you go to the staff room, you can't tell who's the teacher, who's the
custodian, who's the aides. It's hard to tell because everybody is equal. Although
somebody may not belicve that, I firmly believe that everybody is equal. You know,
even though those who don't believe it, I think still deep down they realize there is
equality here if they want to accept it.

The principal was a nominal and a spiritual leader. The principal was great because he allowed
different opinions to be voiced, then consulted every member for suggestions, elaborated on the ideas that
came from the meanings the members had, and turned them into feasible implementation. For Mark, the

principal established a general mission of the school while the staff perceived, supported, and maintained the

perception and mission.

Sensing the virtues of motherly love

Mother Elizabeth was a sixty-ycar-old native volunteer who grew up in an orphanage and had once
been traincd as a nun and a nursing aide. She started voluntcering in Jubilee Public School when her
daughters and sons studicd in Jubilee Public School some forty years ago. Since Richard Sater became the
principal, Mother Elizabeth had been assigned responsibility for the senior's programme. She enjoyed

working in the school because of her special fricndship with the principal as well as the intimaie
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relationship with the senior citizens of the Jubilce community. Owing to her devoted, friendly, and loving
attitude to the childszn %t Jubilee Public School, she was often called "Granny Elizabeth.” In recognition of
her commitment to the senior citizens, Mother Elizabeth was nominated as "citizen of the year” in 1989 by
a leading newspaper in Kaskitayo. In the reception dinner of the Chinese New Ycar celcbration of 1939,
Principal Richard Sater publicly acknowledged the devotion and contribuiion of Elizabeth to Jubiiee Public
School and named Mother Elizabeth after the Nobel Peace Prize winner "Mother Theresa.”

The volunteer involvement with Jubilee Public School enabled Mother Elizabeth and her ill
husband to experience senses of belonging and worthiness. She took great pride in securing students (o
approach her and in serving as a co-ordinator for the senior group kept her back to voluntcer in spite of the

numerous illnesses she had been going through. She once told me:

This is a good school, and I am going to sce what I can do to help out. And if it is not
for him (the principal), he has helped so many people and made peagple feel at home, take
my kids home for the weekend and he knew we were tired and would ke to have a rest.

Mother Elizabeth considered Jubilee Public School as her “primary home.” For twenty ycars, she
came 1o school everyday at six o'clock, preparing coffee and tea for the ESL moming classcs, cleaning the
senior's room, making breakfast for the teachers and students before the school bell rang, and preparing
snacks before the recess. Every Tuesday, she cooked a hot lunch for about forty senior citizens. On Friday
afternoons, she would be in charge of the senior bingo day. Whenever there were festive celebrations,
outdoor visits, field trips, bake sales, Mother Elizabeth would always be called upon for these "extras.”

One November afternoon in 1988, I had a long conversation with Mother Elizabeth when she was
asked to supervise the grade 1 and 2 classroom, which was considered as the toughest classroom in that
year. Before leaving the class to Mother Elizabeth, the home room teacher assigned the class a colouring
excrcise. | was impressed with the class of students because throughout the thirty five minutes there was
no distraction or disturbance to our conversation, except for a couple of times when students asked politely
t0 go to the washroom. All studcnts were on task and finished their assignments before the bell rang. The
co-operation with Mother Elizabeth made a big contrast to my last expericnce with the same class of

students when they were with their home room teacher a week earlicr. I asked Mother Elizabeth if she
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realized or not the unconditional co-operation she received from the ;ludems. St:e told me that it was
typical for every class she supervised in the school. It scemed to me that such an orderly and initiative way
of lcarning revealed itself to the students fundamentzlly only in the trusting relationship with a certain
beloved person. Mother Elizabeth cmbodicd the world and the characteristic of trust and accommodation.
Whatever belonged to the world of her was included as right and accepied. For that class of students, they
had cultivated an affective attitude toward a grandmother figure through the trusting mediation with her.

The prescnce of the principal, the custodian, and Mother Elizabeth provided real models of scnior
through which the staff and students could come to take up relations and leamn to respect seniors. The
caring attitude of the principal, the custodian, and Mother Elizabeth pervaded the situational time-space in
which "caring” not only involved understanding the other but a "feeling with” and "recciving the other.”
They were personality figurcs which served important cmotional functions. Their commitment towards the

well-being of the whole school had the function of providing a feeling of unity or harmony with the wholc

of nature of lifc.

Linda and her teaching in a global age

It was not common for a regular school teacher 1o want to work in an inncr city school because
being an inner city school teacher might be a bad label for a teacher's carcer. Linda realized the stigma
before she decided to transfer to Jubilee Public School from a regular junior high in September 1987.
Because she had heard so many compliments about Jubilee Public School through the media and from other
tcachers, she had an intwitive fecting that she would really like teaching in Jubilee Public School. When
she knew that there was an opening in Jubilee Public School, she applicd for it immediately. She said:

{ have the fecling, the fecling that [ would really like it here. It would fit me. I had heard

good things about the principal and about the school, the way they do things here, the

philosophy, looking at students as individuals but also developing other aspects besides

the strictly academic and that fits what I believe, too.

The job interview with the principal impressed Linda strongly. Right at the moment ol the

intcrview, she knew that she had chosen 1o work in the right school and to work with an exceptionally

outstanding cducational leader:
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The principal is not looking so much for credentials but rather the personality,
cxperience, fecling, philosophy, and how he felt about the others, cven the first
impression. Compared to other administrators, he is not "practical” in the sense that he
runs the school as a busincss enterprisc. He is "visionary” becausce he has so many
visions in his mind.

The first month in Jubilee Public School was hectic but rewarding because within a short period of
time, she had witnessed and experienced “the love and the trust and the caring” that were built between the
staff and students. The "greatness” of the school, according to Linda, was the emphascs put on touch and
feeling. In addition to that, the school had fabricated a sctting of community in which cveryone was valued.

She reflected on the first month of her tcaching as follows:

I teach the same wherever I am, but here everyone has the same kind of value, share the
same philosophy, fecling, auitude towards kids. In a bigger school, you have teachers
alike as well as different. But here it is concentrated, gathered together. The Jubilee
Public School administrator has the job and inspiration that makes it work and there
should be other people in the system o do the same thing. There might be but 10 a
smaller degree so there should be more recognition in the system. All my fricnds ask me
how different the school is but it's not that different as other people might think. But 1
am a little bit sad because it could happen in so many other schools.

According to Linda, Jubilce Public School made remarkabie achicvement not only because it had a
most outstanding cducational leader but also because of the fact that it was a small school. In a small
school, pcople tended to relate people as unique individuals. There were more occasions for interaction,
more time for cultivating agreement, and more chances for developing a more personal relationship. She
particularly liked the principal’s cmphasis on scnscs of touch because experiencing touching ranscended
social and psychological barricrs of language. As a language tcacher, Linda came to appreciate the
imporwnce of touching in interacting with cthnic students who had a tendency o retrcat in verbal

communic:tion,

From multiculuralism to anti-racist education
Although Linda said that Jubilce Public School was not very different from other schools, there
were several unique characteristics of her classroom that she kept on referring to throughout scveral

conversations we had. Onc uniqueness was the cthnic dynamic of her grade 5 classroom. There were
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twenty onc students in her classroom; twenty students in grade 5 and one "timid" girl in grade 4. The timid
girl was blended into Linda's class because the girl had developed fear with the grade 4 ieacher, building up
in her mind that the teacher was very stem. Many cthhicitics could be identificd; there were children from
Argentina, the Soviet Union, Chile, Jamaica, Trinidad, Victnam, and China; there were native Indians,
Metis, blacks, and Caucasians. Linda was impressed with the cosmopolitan racial dynamics of the class and

the comparatively peaceful rclations among racial groups. She said:

Surprisingly, I do not scc any racial tension at all. Black discrimination in other school

does not scem 1o happen here. 1t is because kids have been here for a number M 4 -~vs and

the message that whatever cthnic is accepted has been reinforced in the schonl, The

cla. sroom is always changing, so there is right now conflict but may be jus: >« .ase we

arc a group, this is just the nature of the people like dynamics, and it's nature o try 10

work it out, 100.

Another unique quality of Jubilec Public School that was brought to Linda's explicit awarencss
was the solidarity among tcachers. Having taught in Jubilee Public School for just two months, Linda
immerscd herself strongly with the school and made the school a "second home.” Solidarity among
students and staff was so pervasive that she did not feel compelled w0 mike a conscientious cffort to tcach
her social studies classes lessons on community living, the concept of ncighbourhood, and inter-cultural

cooperation.  As a matter of fact, Linda thought the provincial curriculum guide did not contain cnough

hints or matcrials as to what and how 1o tcach a unit on global education than what had alrcady been

happening in Jubilce Public School.

Similar to the other staff, Linda attributed most of the success story of Jubilee Public School 0
the principal. She said that the principal did not cmphasize teaching citizenship through formal classroom
instruction. Multicultural cducation, citizenship cducation, and global cducation were incvitable parts of

what was going in the school cveryday. She said:

The principal has been here for so long and the way he is just becomes natural. And kids
have been here for so long and their concept of school is what gocs on in J ubilce Public
School which is citizenship, casing, respeet, helping cach other, so many people come in
and out of the school. This kind of thing would help tcachers devclop their own
classroom but it docs go back to whoever the administrator is and whatever he
emphasizes. Onc imporwant strength about the principal is that he trusts that pcople can
develop their own philosophy.
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A way of dialogue - confronting the nuclear threat
By professional training, Linda was a language arts teacher. After she came 10 Jubilce Public
School, she was also assigned to teach social studics in scnior grades. Several times, grades 5 and 6 students

0eon

had asked her questions likc: "what is the possibility of having a nuclear war before I die?” "what do you
think about the planct’s future?" Linda hesitated to teach the issue of nuclear war because she knew that it
involved many psychological and pedagogical difficultics. On the other hand, she was confronted with her

own philosophy of education, which was to teach according to what students wanted.  Her hesitation hung,

on until a conversation among her grade 6 social studics students broke out in one aftcrnoon:

Student A: “Brian Mulroncy and Reagan held meetings quitc often to discuss
business that matter to both countrics.”

Student B: "Oh, that Prcsident Reagan, he wants to push ihe button.”

Linda: "Oh, how is that makes you feel?”

Student B: "Well, you know he's gonna do it."

Student C: "Yeah, ycah, thc bomb.”

Student D: "I am scared.”

Linda: "Everybody is scarcd that may happen. But we just hope that

these people are not gonna do that but ..."

Linda strongly belicved that students should be exposcd to problems of their own concem. She
asked students to write journals to her every day regarding anything that the students wanted to share with
her. At first, students had the idca of what she wanted, but as time went on, there was more personal voice
in the journals. When behavioural or icaming problems arose, she also got students to write to her
privately. The theme of nuclear threat came up more and morc frequendy in students’ journals, which
finally motivated Linda to plan for ieaching a unit on the topic. She looked through the social studies
curriculum and decided to infusc the topic of nuclear war with the mandatory unit on government. A two-
months tcaching unit was planncd for her grade 6 students, which included a library search, media analysis,
writing letters to Gorbachev and Reagan, watching a video on what students of United States thought about
the nuclear issuc, a classroom debate, a finat report, and a picture expressing personal feclings towards the
issue. Linda recalled the two-months process from its carly initiation to the final preparation and

implementation as a rewarding cxpericnce. She said:
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Because in the grade 6 curriculum, part of what they have to lcarn is about the
govemment, intcrnational government, national government, provincial government and
city government, and different levels of govemment and their influence on people and that
kind of stuff. I thought I would try to get at that through. One of the events that has
been going on in the government was the summit between Gorbachev and Reagan. So
all the other talk came from that. Becausc of course students are very interested about
nuclear war and they know a lot about it from the media, they know a lot of the
stereotypes about whatever they can pick up from the radio and TV and whatever.
Actually they are interested and I asked the children if they have ever talked about this
before in the school and alt of them say "No." Asd I asked theni if they have ever talked
to the parents before and all of them say "No." 50 it gave them a chance to talk about it
and 1 showed a vidco that was made in the United States, and it was forty five minutes
long and the person who made the video interviewed school children from grades 1 to 12
talking about nuclear war and their feclings about it and it is really ncat. When they saw
that and some of the questions that the kids were asking in the video and their feeling
about it and how they think about it, we really had good discussions. And we did a lot
of work from the newspaper, cutting out the super articles about disarmament, and how
many nuclcar weapons around the world, and you know, superpowers and lcarning about
all that kind of stuff. Writing letters came from me probably because I thought, "How
can | make it more personal, like we are writing the letter and hopefully the government
could answer that.” But if they don't that's a learning process, t00. So to make it fair,
we have to write to cverybody. We have to write to Russia, we have to write to United
Staics. We have to write Canada. So they learned also, OK, the figure head of this
country, the head of this government, Gorbachev, and this government is Mulroncy, and
this government is Reagan. Trying to understand the differences, like the differences in
opinion, and what make the country work differently, and this country is really different
cause the people that really think differently, or is it the government who arc doing the
thinking for the people? What do you think? Like what do you understand about it?

The difficulties in teaching nuclcar cducation was beyond Linda’s imagination. The topic was such
a "hcavy” and controversial onc that she was awarc of the accusation of indoctrination. She did not want

students to buy her personal opinion about war and peace before students knew some facts about the topic.

She said:

1 don't want 10 tell them what I think. 1 want them (0 try to sort that out for themsclves
because 1 don't want them to buy my answer. Well, the first thing they said, well, the
arms race isn't a good thing, negative, and then why we would we have to debate, like
they know alrcady it must be the right answer because the tca~her thinks that. So we
went to the debate. And then at the end, I told them my personal feclings but not at the
beginning. Causc they have to go through the process.

An uncxpected consequence of the teaching unit on nuclear issuc was the development of a strong
cnemy image about the Russians on the students. Although a varicty of activitics were planncd, Linda
thought that the lesson did not achicve its final aim as long as a hostitz ~ncmy image was held against the

Russians. The making of the cnemy image, which was embedded in the concept of hostility or
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unfriendlincss, would involve bad attitudes and belicfs about people or countrics other than onc’s own, The
making and breaking of encmy images nceded to be approached from a globat perspective, especially
considering the fact that a certain percentage of the student population in Jubilce Public School were from
warring nations. In one follow-up social studics lesson in March 1988, Linda invited all of her immigrant
students from Victnam and South Amcrica to cxpress their thoughts and fcclings about war in their
homelands. Although the cthnic students wlked about war expericnces in traces and cmotional disturbances
obviously lingered on in younger students, Linda thought that the topic had opened a way for further

conversations between the students and her:

But I think that students have a right to know the facts, and the tcachers have a
responsibility to make surc that the facts are correct they arc giving ‘o the students. And
I think that the teacher should be responsible to make sure that there is ots of room for
discussion and understanding the facts. Like we are talking to cvcryonc. Like teaching
about the holocaust, you know. Like if you arc teaching facts, and that's all, of course,
people are guana feel <erinin things because if it is just facts, there has to be discussion
and both sides need to be presented: the negative and the positive. Jusi fiot only teaching
the negative. We just bombarded the students with fucts, you know, nucicar weupons, of
course, they would be very fearful. Because Oh my God what can we do about it? Sce,
you have to try to balance it. Not just concrete facts but try to really get them 1o a
higher level of thinking. Likc what do you understand about it now vhen they came in
without any kind of teaching expericnce in the classroom? What do you think about it,
what do you talk about it. Most of us ncver talked about it before. We just heard about
it. So there arc all kinds of things that go into it, oh, complicatcd. But to them cven 0
start thinking likc that is good.

In addition to the transmission of information and discussion et the rationality of "deterrence
theory,” Linda thought that she had to convey 4 personal rapport with her students in order to braach the
gap between intellectual understanding and cmotiont stability. She encouraged writing letters to the two
superpower leaders and hoped that a reply would empower students for further social action. The feeling of
hopelessness was prolonged, however, because no response had been received from the Soviet ur American
governments. Linda planned for a vidco showing her class how tecnage Amcricans were thinking and
fecling in exactly the same way as they did. In order to complete the unit, Linda asked students to wriic a
rcport on the facts they learned about nuclear war, an cssay on how they thought about the issuc, and a
picture that best cxpressed their concern towards world peace. The exercise was intended to balance the

cognitive understanding of war threat with the building of cmotional stability:
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I'i show you some of the reports heie. Most of them theszht that it's basically pretty
silly. Here are somc of them. It's intcresting because some - the reports are very well-
researched, and 1 want ther (o try to balance it, like some rusearch things that you learn,
and your own opinion. So some of them ase very well-rescarched. They didn’t really
want to 'k about the personal whilc others are personal, whatever they can understand
about it. These are the reports because I think the letters were more personal at the time
that we wrote them. But the reports turned out to be more personal because reports w«i¢
done at the end of the two months but the letters were done at the beginning. 1 tir—sgnl
this might be better for you because they did get more personal in their reports than in e
leuers. Like most of them said things like "Thank you, Mr. Gorbachev for the time 1o
make it an cffort to meet with Mr. Reagan. [ rcally apvreciate it cause I really don't like
war.” But herc they ry to tie everything together. so 1 thought it might be a little bit
better for you to rcad this. Sce this part is more a personc. part, as is this part. Her
understanding of how nu: icar weapon ¢ame 1o be. But they are all very different.

Students wrote creative essays and drew meaningful pictures to  cress their feelings about the
nuclear threat. A Chilean student tied in her understanding of social depr.vation in Canada and faminc
starvation in Ethiopia with nuclear military spending. A Victnaraese student used his own example to
describe the adversial expericrice of war. A Caucasian student insisted that the world was in a mess because
most of the government was “not really doing anything.” She used a vivid cxample to carve out the
essence of what the adults talked about when discussing "deterrence theory:"

The government are not really doing anything. I think the government ar¢ scared and they

just try to disguise it by acting tough and thinking they would get through it all.

Linda regarded this cssay as an cxcclient picee of writing because she thought that the student
actually expressed a more personal feeling about her relationship with some of the kids in the classroom.
What the studeat tricd to express, said Linda, was about  {riend in the classroom acting tough, likc the
government as onc person. Many of the students' writing rcally came through with thought and decep

feeling. Linda was greatly impressed by another Metis girl's writing:

When [ went to Winnipeg, [ saw pictures of nuclear radiation in some countrics and the
whole world. So I think they should stop making nuclear bombs and weapons and never
touch them again. Making bombs is a waste of time. It's stupid. I think it's foolish to
make more bombs when they try to get rid of some. Some bombs can hurt you very bad
and it can give you cancer....... War is a waste of time and it can hurt you very bad and
don't like that. Even get cancer and dicd that would hurt the family...... that's also
threatening because a person in the family has dicd, that's not very nice. [ hate that. 1
licar some bombs and cruise missiles over Alberta. 1am sure I didn't like it.
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E.ducation for conyiict resolution at interpersonal level

Although Linda had an optimistic outlook or life, she admiuted that conflict was part of the human
nature and that students who came to this school were not immune from it. Daily living in the classroom,
said Linda. was a text for conflict negotiation ' resolution. These conflicts did not arise from racial or
ciass tensions, said Linda, but were just a matter of “iiving together.” A certain amount of her time and
effort during her first two months in Jubilec Public Schocl was coenpicd with the conflictual ension
between two strong personalities in her classreom. The two students were Tom and Scott.

Scott was a new student from a singic parent family. His fathicr worked a night shift and left him
alone in the apartment most of the time. In October 1987, Scou felt very sdepressed because his family did
not have Turkey for the Thanksgiving dinncr. That incident hurt Scott for two whole weeks and caused
verbal and physical disagreements with his classmates. Tom was another strong personality in the class and
could not tolerate Scott's rudeness towards athur students. On several occasions, Scott and Tom would get
into a fight if Linda had not noticed their disagrecment and had not sopped them at the appropriate time.
The fact that Tom's mother worked in Linda's classioom as a teacher aide held Linda back from interfening
in the conflicts between Tom and Scott. Several times, Tom's mother came into Linda’s classroom when
Tom was caught doing somcthing ncgative. Linda did not get good chances 16 talk to her zbout her son
during or after classes. As Linda explained, "in a way she is close but in a way she does not really come up
a lot.”

The hostility betweer Tom and Scott lingered throughout the whole year. Linda had attempted
several strategics such as getting the twi, boys 10 work in aairs for a joint project, encouraging them o
play together in the playground, scparating them when conllicts arose, ar-i paying greater attention to their
family alfairs. Linda consulted other teachers for suggestions and got many idcas from the teacher
cffectivencss workshop. Linda was . onisdeni 2t she would gain better rapport with Tom and Scott as time
would allow their relationship 0 grow. When I went back to Linda's classroom at the end of the school

year, | realized that Scout had left the school and Linda had got into many arguments with Tom's mother.
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Pedagoyy reflecting the une.csy pedce of our day

Teaching iz a community school hiuadencd Linda's visions of what a school could do and nieeded to
do. The fact that the “chool provided morc than twenty "extra” programmes for the students and community
reflected w her the multifaceted nature of o gcy - peace of our day. The snack programme startcd tcn
years ago when the principal rcalized that mony of the 52,00l children did not come (0 school with a good
breakfusd, a result cither of parental neglect or family financial difficultics. The principal noticed that
cffective learning would not ke place univss students’ stomaches were fed. He irieé diligently to seck
pubiic donations and was able io squecze some moacy oul of the school budzet to maintain the snack
programine.  The saack programme, admitted Linda, was a fzbulzus cndeavour in expressing icachers’
concemns towards the kids. Students alse came 10 understand and appreciate more of ine social meaning of
the senior's lunch. On a couple of occasions, Linda had usced the snack programme as an «.ioy point 10
make inquiry into the social structure of 6.1 distribution. Her grade 5 studeilts would somctimes
surpri - her by giving her a lot of concrete personal lived experience of class discrimination during
shopping, uncqual employment of portunitics cxpericnced by their parents, and the poor living condition of
their famitics. Linda took these expericnces as the basis for her grades 5 and 6 social studics curriculum.

Onc morning in the summer of 1988, 1 arrived to obscrve Linda's classroom. After the
observation, Linda irtroduced me a group of her grade 6 students. The students and I conversed about what
they thought of the snack programme. One student told me that she felt alicnated when she heard pecople
discussing the snack prograrame [celing that a supposition was being made that her her family could not
afford a nutritious breakfast. Her alicnation indicated the cthical pazadox of providing social services to
disadvantaged groups on the one hand and discmpowering them by giving them a social stigma on the
other. A critical pedagogy was needed to refuse 10 humanize inhumanity or spiritualize injustice.

in terms of social and public relations, students at Jubilee Public School generally had more
chances 1o socialize with and contribute to the larger community. Extra-curricular and co-curricular
activitics involved serving dinner 0 senior citizens, visiting senior citizens' homes, singing at the Red

C.oss blood donor clinic or the Christmas Burcau. Gettin, students involved with social concerns brought
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changes and cvoked good qualitics from the students which would be difficuit to bring out in regular
classroom setting.

The numerous community-bascd project demanded a large pool of community volunteers.
Administrative confusion existed because there were few connections or interactions between the
community service workers and the regular classroom teachers. There were so any volunteers kept coming
in and out of the staff room that Linda fcht ;i private space for teachers was lacking. A couple of teachers
and Linda started to move te the resource rowir on the sccond floor during recess or lunchtime. This
incident arouscd suspicion between the community service workers and the regular classroom teachers. It
was also this incident that cast scrious deubt on the relationship between Linda and her classroom aide whe
was also Tom's mother.

The disagrecment between Linda and Tom's mother cnabled me 10 understand better the nature of
social relationship. I came to understand that any form of human cxpericnce was incvitably built cp out of
a web of social relationships. Social relationships could flourish only if relationships were borne out of
practical understanding between human beings. The rclationship between Linda and Tom's mother, lor
instance, lay in the context of facilitation of the developmental formation of the Tom. The experience of
being understood or not being understood was always constituted interactively, produced from understanding
the person to the understanding person cqually. The cducator's task was to connect the understanding with
everyday life and common life styles of teacher, students and their parcnts so that ail three partics could fecl
the relationship as being meuningful and obligatory. Practical expericnees of social education and scheol
projects made this parnticularly rclevant. From this perspective, Linda strongly supported the socicty-
oriented programmes of the school and encouraged every single student in her class to participate.

With the exception of Tom's mother, Linda had achicved a fully trusting relationship with
students, parents, staff, principal, and other volunteers. The trusting rclationship allowed Linda to adopi an
attitude that promoted humanization and was a comprehensive basic mood required 10 create the precondition
for a fearless, objective confrontation with reality. Also, the trusting relationship succeed in achieving the
effect of strengthening the readiness 1o maie further cfforts and in this way giving a motivation 1o waching.

On the students’ part, a trusting relaiionship with Linda contributed to the classroom and learning i an
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emotionally stable cnvironment or activity. As an approach to another person, trust filled the students with
warm gratitude and at the same time they reacted beneficially to Linda's teaching. Trust manifcsted itsclf as
a totally uniform undivided atiention to Linda based on her enduring support. In this way, trust was
necessarily relevant to what was good in a person and involved an unprovable assumptior of good
behaviour in the future.

A similarly trusting rclationship was obscrved between Linda and the principal. For years, the
principal had reccived pressure from .. regional school board superintendent who was a language anis expert
and wanted all schools ur-fdc. his supervision to strengthen the language arts programme. The principal
could not agree with his superintendent becausc the principal strongly believed in holistic eAvcation 1 u
the acade:mic, acsthetic, and social aspecets uf the curriculum were cqually emphasized. ~ . wincipal’s
approach and philosophy of cducation were not fully acceptakdc to the superintendent for not puttiag enough
cmphasis on student achicvement. Since Linda came to Jubilce Public School, she had been asked by the
principal to upgrade the language arts curriculum. Language arts was Linda’s arca of expertise. She
supported and adopted the whole languige approach for all the grade levels. She worked particularty hard
with the grades six and five students and preparcd them to do better on the schoo! board (ests. Pressure {rom
the arca superintendent was slightly cascd. Through this special responsibility, Linda came to know the
principai more personally. She considered the princip.’ visionary, intuitive, humanistic, and fcministic.
One particular good point about working with the principal ‘was that everything important did not comc as
directives. Linda said that the principal liked to have things natural and thus built up a positive and non-

threatening school atmosphere:

He's different, in terms of leadership. He thinks in the abstract. People in administration
arc usually business-oricnted and treat students as clients, which is a reflection of our
socicty. But he is very oppositc of that. He is a kind of saint becausc his thought is
very much in the abstract and he represeats an idcal that we can achicve that give
everybody faith and every people can contributc (0 their own way 1o it.

In comparison with former schools that Linda had taught in, Jubilee Public School was a small

school. Some teachers were very cificient and their teaching approaches werc competitive. Among these
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cfficient and competitive teachers, however, the school environment had enhanced the other side of sharing,
caring, and trust. Although there were teachers who could be fit in a rcal traditional setting, Linda
attempted to get a’ang with them and learn from their merits. By getting along with every type of person
regardless of age, sex, race, and style of teaching, Linda hoped that she served as a good model i the

childrer: that very different people cocld be compatible with one another and even became friends.

Understanding Wilson: Schooling as performance of resistance

Wilson cume 19 jubilce Public School, replizcing the grade 2 teacher Mrs. Polidsky who retired in
that year. I had a ..y positive impression of the grade 2 ¢tassroom when Mrs. Polidsky was there. It was
a big and open ciassroom, with circuk.: groups of desks scattering in cvery corner of the room. Mas.
Polidsky had a very strong rapport with her class of students who were always quict and attentive during
class. She liked to ask the class to sit around her on the floor when she was reading story books to them.
At times, Mrs. Polidsky would sing nursery songs after she finished the story. Her voice was soft and the
students reacted gently.

In October 1987, I came back to the classroom and it was a completely different picture: desks
were re-arranized in rows; Wilson stood in the middie of the classroom to supervise students’ work: a group
of students by the comer jumped or moved around the classroom without any significant reason; the studem
sitting next o the teacher's desk screamed 1o the students at the back, onc girl put her head down on the
desk for the whole class period of time. What had happened in this classroom? Why was this young group

of students so alicnated and rebellin-?

"Was I an effective teacher?”

Wilson was a new tcacher in Jubilee Public School. He had a vast diversity of tcaching
expericaces from clementary schools to university levels. He liked to teach in Jubilee Pubtic School
because it was a permancent position, plus the pension plan and fringe benefits were good. The major

mouvation for change, however, was because he found that he enjoyed small children.
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The transfer from university to clementary school was a big change for Wilson. It took Wilson
quite a while to adjust to the new setting and planning out what 10 teach and how to teach. The situation
was made worse because Wilson was assigned to a class of "problem kids." After teaching for two months,
Wilson found himsclf caught up morc in the struggle of motivating children to learn than to really teach.
At the same time, the "discipline” problem of the grade 2 class was beyond his imagination to solve. He
once confessed to me that his role in the classroom was more like a policeman, baby-sitter, and a social
worker than cacher.

There were twenty students in Wilson's classroom: four grade 1 students and sixteen grade 2
students. Two of the grade 1 students were repeaters whilc the other two were top first graders. Students
were of varioas cthnic backgrounds: Chincse, Victnamese, Korean, natives, West Indians, Africans, and
Caucasians. There were five new students, all of whom tended to be "problens kids.” During the first
month of his teaching, Wilson explained the disciplinc problems of "problem kids™ in terms of the
inadequate exposure to the Jubilee Public School culture and therefore they had rot developed the same
family feeling as the other chiidren. In the second month, Wilson admitted that the "problem kids" were
not casily educable. Because Jubilee Public School had a good reputation for tuming "problem kids" around
and because the principal tended to give students a sccond or third chance, a number of parents transferred
their children 1o Jubilee Public School every year. It happened to be that most of the "problem kids™ were
in Wilson's class in 1987. Through cthnographic conversation with and observation of Wilson, I found
that Witson had a tendency to say, in front of me at least, that the "disciplinc problems in my class arc a
trivial part in comparison to what [ cach.” Yet, "rivial” conflicts between him and stedents occurred more
often than he hag expected, and demanded more of his encrgy that he had wanted. Wilson had a very definite
wea of what his teaching should be all about: o cover and go through cverything that he had prepared. He
would not stop explaining the words, idcas, and concepts of his lcsson plan in spitc of numcrous and
frequent distractions from the students.

As time went by, 1 could seasc that Wilson felt very frustratcd with the endless resistance {rom his

students. The behavioural problems of the students included: hyperactivity, rowdiness, lack of attention,
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dis-respect to school authority or school regulations. Wilson had a particularly big headache in "the defiant

Tina," who was a very clever but rebetlious girl. Wilson said:

She would probably be iny worst problem. There's a lot of pain and a lot of unhappiness

with her. And she's bordering on a power struggle we banish or sustain because that

always happen to her. She's often speaking out against any authorily. For example, like

Tran [voluntcer and a translator for the Victnamese student] yesterday asked the student to

put on a coat because it's cold outside. "I don't want a coat. I'm not cold.” "I am not

going out." Just one thing after the other. ...... Well, frustrated. Mostly because she

takes so much of my attention, attention that I feel I should be giving 10 others. And

that's what she wants. She wants constant attention and demands. If she doesn’t get it

she might go further as well. But I find she is very clever. It's a waste of her intelligence

because she could ¥ an outstanding student. I'm kind of frustrated because she still

demands a lot ++f tay e, So in a way, I resented it. But she's improving and things aic

getting better. =t soc days. Today, she has a bad day. But it does distract her, the

general atmosphy

It was obvious that the grade two classroom was a more rebellious classroom than any other
clussroom in the school. It was also obvious that Wilson chose a stern supervisory posiion with hisz
students. Owing to the strict image, some ol the ritals of resistance were targeted wowards Wilson.
Student's resistant actions might be implicit in order to escape olficial sanction or sermon. 1 saw a Native
boy throwing a pencil at his neighbour to test Wilson's rcaction: | saw another boy taking off his shoes and
putting both fect on the desk to check if Wilson was angry: I noticcd Tina kept on asking to go to
washroom cvery time she was rejected. On most occasions, Wilson remaincd calm and did not say a word.
His facial expression secmed to convey the message that despite all resistance, he was still in control of the
situation.

Although Wilson would fee! frustratcd at times, he never undermined his confidence in being an
cffective teacher. The fact that all the stalf at Jubilee Public School were on the clfectivencss programme in
1987 and that he worked as a consultant for other staff members strengthened his confidence in what he did
in the classroom. He admitted that he had grasped conceptually and practically onto some of the major
aspects of effcctive teaching during his teaching experience in the university. A major characteristic of his
cffective. tcaching, explaincd Wilson, was a package of basic techniques and skills that could keep the lesson

progressing in spite of any distractions. He gave an cxample of a native boy in his class who always

presented him with roadblocks for effective teiching:
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What he (Mike) wants is attention, such as tapping the pencil. In terms of keeping your
lesson progressing, rather than stopping the lesson, to sermonize or whatever, just stop
the distracting behaviour for the time being so that you can continue with the flow of the
lesson and children don't lose out in terms of gaining knowledge. And then you would
have to get deeper into why Mike was tapping his pencil and the attention you wc-:d
have to handle that on a separate time on a one-to-one. I think what they mean is acep
the class going, keep everyone involved, keep everybody happy and feeling good about
themselves. In the process, be careful not to putting down that one child again and again
in front of the others because it lowers self-esteem. I agree with you, in that you have to
get into the basics of what is causing this behaviour and try to do something about it.
That we will be looking at. Just for the purpose of letting their education flow.

Wilson emphasized the importance of classroom learning because he thought that there was a direct
corrclation between school knowledge and positive seif-estcem. According to Wilson, students needed to
have a strong sense of achievement before they could value their ability and identity. However, Wilson
scemed to forget that resistance towards classroom learning might be a symbol for rebelling against school
drudgery. Seif-esteem was an equally important pedagogical criteria for him to handle students’ problems.
He sometimes tried to distance himself too much from the students. Some other times, he was preoccupicd

about students' problems and not the students at all,

Understanding a plurality of sucial existence thvough students
On wanting to be somehaody - the "unsatisfied wish" of Tom

I came 10 know Tom three years ago when he was in grade 2. Over the past three years, I realized
that he had grown taller and stronger. Had I not known his mother Michelle, a chubby native woman
working as a volunteer in her son's classroom, I would rot have known that Tom was a Native boy. To
understand Tom was to understand his mother Michelle and the social dominance pattcrn between the white
and the Native culture. By social dominance pauern, I refer to the degree to which the group of Natives was
made to feel "politically, culturally, technically or ezonomically inferior" to white people. The power
relationship between the two groups provided a starting, point to understand how Native students were casily
disabled or dis-cmpowered by schools in very much the same vray that their communities were dis-

empowered by intcractions with socictal institutions.
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Being a Native and chubby woman, Michelle told me that she felt very uncomfortable to interact
with any people outside the school. She felt comparatively safer in Jubilec Public School where she was
provided with a job and an environment where many other Native women were hired to work as volunteers.
She particularly liked the basement because it was the only place in the world where she did not nced to
mind about administrative hierarchies and could talk with others about alw.ost anything. The Native
volunteers, Michelle said, began to retreat more and more from the staff room or other public spaces of the
school. She knew that Tom lcamed this fear from her as he was growing up. Michellc knew that Tom was
very weak in his inner self although he liked to act as a strong personality in Linda's classroom and got into
numerous fights and arguments ‘2 ::1 other studente

I first met Tom cn the i+ grovsd one snowy af:cmoon in January 1987. As he was sitting at the
stairs watching a group of big kids running around, I approached him and opened up a conversation with
him by asking him what he liked to play during recess. Cur conversation flowed very smoothly and he got
more and more excited when ke told me about his project of warting ‘G be a socrer player. He asked me
many questions regarding his physical appearance. He asked me scveral times whether or not he was well-
built and looked strong, whether or not he had long legs and big feet, whether or not he looked like a native
boy or a white Canadian. It was very true that his comparatively well-built and sturdy physical body
marked him di{ferently from most other ethnic boys from Asia, West Indies, and Latin America who were
usually slim and dark. Tom was very concious about his appearance and would be very happy if onc told
him that he did not Iook like a Native at all. He began to be conscious abcut his mother's chubby look and
would feel asham:d if anyone made fun of his mother's body or clothes.

Our next conversation was almost one year later. It was a onc-to-one conversation in the school
library where he forgot everything about his body and got me into his world of relationships. He
complained to me about his small and messy apartment, his chubby-looking mother, his idle and boring
weekends, and his favourite friend - the school custodian, Mark. He told me that he did not enjoy school
although he had a couple of good friends from his class. His favourite person in the world was Mark who
always cheered him up after his mother scolded him in front of his peers. He kept on asking me qucstions

like "how does your father look like?" "docs your son have a father?” He wld me that he did not want to
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be a kid because a kid did not have anything and could not do whatever he wanted. He did not want to be an
adult cither because an adult had to work and eam money. He wanted to be an animal, a snake or a wolf so
that he could run around the forest and did nothing. We went to the playground together after the
conversation. He seemed to have a moody day and did not bother to play with his friends and did even not
bother to kick the ball in front of his left foot.

I then came across another life project of Tom when Linda passed along his social studies report to
me in February 1989. In the report, Tom asked the teacher what a president of a country did and he thought
he would like 10 be the president some day in the future beczsse he enjoyed giving more money to needy
familics, ending nuclcar war, building some tail buildings for th¢ huiaossmen and workers. In April 1989,
I had the opportunity to talk to Tom again when [ interviewed z grevrs ot six stusents who had participated
in the Caribbean trip and Tom was one of the participants. Tom seemed to have enjoyed the trip very much
and was eager to tell me every detail of the trip. He also told me that he would like his mother to move to
Caribbean and start a new kind of life for him. After the conversation., 1 students left except Tom who
urged me to talk with him about his wish to become a lav¢yer in the future. He told me that he met a
lawyer recently and learne a lot about the law system such as jay-walking and murder trials.

The childhood fantzsy of Tom reflected a form of social meaning and behaviour. It was through
taking up of a relationship with people and the world that Tom could realize his subjectivity. In other
words, the unsatisficd wish of Tom from a soccer player o an animal, a president, and then to a lawyer, was
a form of human cxperience buiit out of the webs of significance that consisted of words, images, myths,
rituals, fantasics. and desires. One of the idcals which, consciously and unconsciously, was beitig promoted
by our cducationa! system, as in the case of Tom, was some sort of vague conception of turning students
cventually into being somebodics. Tom had a more and more frustrating year as he was growing up. His
dream content was very unspecific and fragile. His wanting (o be somebody reflected his fragile
understanding of some basic social constructs such as what a mother was, what a relationship with a father
looked like, how to spend leisure time, and the need for friends. Iwas afraid that Jubilee Public School had

not taught him enough to read his own fcelings to guide him to search for a meaning of life through face-
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to-face experiences. A pedagogy fix Tom needed to enable him to sce more clearly his prejudices, fears, and

fantasies .

Hearing the unheard - The story of An-may

An-may was a Chinese Vietnamese who had come from Saigon four years ago. She was a very
quiet girl. I first knew An-May when she was in grade %. Sometimes, her classroom teacher was content
with her silence but sometimes felt annoyed with her tot:l refusal o talk. The teacher also hinted to me
that her third grade cousin and second grade sister were extremely quiet studenis. The teacher invited me
into her classroom to help her understand why An-may was so quict and whether or not An-May nceded
extra help with her schoolwork.

Throughout the three class periods of one afternoon in January 1987, An-may did not say a word.
After school, An-may and I had a conversation in Cantonese for about half ar hour, during which she
showed eagerness to answer all my questions and initiated mais of the conversation topics. 1 began to
realize that her "silence” was much more complex and could not be understood only through the Chincse
culture dimension. The Czsadian schocling system, the classsoom culture, and the teacher's teaching
methods contributed in one way or another 1o An-may's silence. There were so many cniologicst and
political mear.ings embedded in An-may's silence that I was pushed to understand her silence as the crosion
of voice and as a struggle of speaking conscicusness. Isat in An-may's classroom for another day and
began to gather a picture of what ordinary Canadian classroom life was like, which was surprising to me as
an Oriental and as a peace educator. Teacher-student interaction in Jubilee Public School was eswentially
verbal. "Talk and chalk” and "question and response” were the two most important instructional strategies
in An-may's classroom. "Talk and chalk” required students to keep silent at the maximal level while
"question and response” required students not to be silent whenever they knew the "right" answer.

Silent students were usually "good” students and An-may was onc of them, the teacher explained.
Quiet students did not pose any immediate problems to classroom managcment and would never interrupt
the lessons. There had been a lot of efforts by the teacher to encourage An-may o speak up in the

classroom. The teacher, in the midst of her mundane life one busy aftcrnoon, told me that she gave up on
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An-may, exclaiming that "Chinese are very reserved people.” An-may and her grade three cousin, sitting in
the same classroom, sometimes scemed concentrated on their stndies and sometimes seemed lost. I was
compelled to ask mysclf: what is their voice like? 1 also wondered if it were not for the fact that An-may
was falling behind in her studies, wo. i there be the same effort by the teacher to understand hes better?

An-may spoke to me in the Junch room why she was so quict in the classroom:

1 do not like the teacher to as questions. Because when they ask questions, they always
want a correct answer. Sometimes I know the answer but I am not sure my answer is
right. Even though I know the answer, I have problems in speaking it out loud in
English. Idon't like my accent and voice. (translation mine.)

An-may was not bom a silent girl but was silenced by the school culture: the fact that the teacher
Liways wanted a "right” answer, the fact that she had an accent when she spoke English, the fact that her
voice was comparatively weak, and ths fact that the teacher did not scem to understand why An-may
preferred to keep silent most of the time.

Suppose that the teacher asked a question and An-may chose to be silent. By choosing silence,
An-may had undergone a chain of intellectual and psychological struggles such as giving the question deeper
thought, trying to phrase the possible answer in better words, waiting to be called upon to answer, ignoring
the teacher, and so on. But what was the nature of this "silence?" Even though An-may could choose to
ker ) silent, the performance of silence was actually not a voluntary act. An-may kept silent because of tie
presence of the teacher, who might embody some kind of invisible power over her. She kept silent because
of the presence of a question, which might be a test case of her ability, ignorance, and identity in front of a
classroom that was seen as a place for competition. She kept silent because of the presence of a classroom
structure and classroom guiture, which were constructed on a chain of power relations.

Silence of this sort was not wholly autonomous, because the performance did not fall completely
within the power or control of the individual student. The student could not control or transcend the
emotional impact of being sileni. In being silent, the student was actually yielding to some power, some
ground or centre of significance which existed beyond him or her. It was only by being silent that this

other power could manifest itsclf. This yiclding involved awe. Seeing "silence” from this perspective, it
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was important for educators 10 recognize the ontological characteristics of silence and realize the "sounds” of
silence. In another words, there were at least two forms of silence: forced upon silence and voluntary
silence. In the case of An-inay, when a question was posed, she remained silent not necessarily because she
was brought up in a reserved cuiture of because the teacher asked the wrong question or becausc she did not
know the right arswer. Rather, it might be a lack of shared relevancy between An-may and her tcacher,
between An-m: - .-, ‘ae other students, betweer. the world of An-may'z being and the signified world of the
question. Siience Gecurred when there was a failure of understanding borne out of differcnces, which might
include aggregate moods, feelings, states-of-mind, movements-of-attention. The differences, however, could
not be remedied by information which as information could not supply understanding.

An-may's silence reminded me of how some 2dults manipulated silence as a way of control. Alice
Miller has a nice paragraph on how pedagogues manipulated silence as a psychological attack on children.

She said:

A very fine and worthy position is assumed by silent punishment or silent reproof which

expresses itself by a look or an appropriate gesture. Silence often has more force than

many words and the eye more force than the mouth. It has been correctly pointed out that

man uses his gaze to tame wild beasts; should it not ther~fore be easy for him to restrain

all bad and perverse instincts and impulses of a young mind? If we have nurtured and

properly trained our children's sensitivity froin the beginning; then 2 single glance will

have more effect than a care or switch on those children whose scnse have not been dulled

to gentler influences. “The eye discems, the heart burns,” should be our preferred motto

in punishing (1984, p. 37).

It still remained a question to what extent the adults around An-may had transmitted such a notion
of silence to her. But her silence in the classroom situation showed no basis for equivalence or
concordance, no translation for the sources of concem, characterization, typification, and relevance, for her
experience stood on scparate origins of biography and history from that of her teackcr.

Silvers once commented that the occurrence of silence between two persons pointed (o golden
opportunities for oic person to come to the other (1583, p. 105). Silence, in Silver's sensc, is a good
pedagogical moment for teachers because pedagogical silence required the teacher to face onesclf in discovery
of the other, the studems. Self and other with their respective interpretive domains stood together in the

context of silence in a tensive relationship, and any use of force to break the silence could make the
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relationship not less but more tensive. There existed now a tensive relationship between An-may and her
teacher. The teacher was right in not forcing or threatcning An-may to speak up. But also the teacher

needed to stand in a closer relationship with An-may rather than giving up on her.

A pedagogy of emotion : Understanding the adversial war experience of Thanh

Thanh was a Vietnamese boy in the grade 6 classroom. I heard from his teacher that he was a very
attentive, responsible, and hard-working student. Over the three years he studied in Jubilee Public School,
he had been chosen as "student of the week" every one or two months. He was comparatively quict and
shy. 1had a lot of difficulties in securing him to ialk 1o me at the beginning of the research.

Thanh rejected talking to me at our first conversation when I introduced myself to him and told
him that I came from Hong Kong. He almost said and did nothing for the first half hour except nodding his
head several times indicating to me that he understood what I said. I told him a lot of intcresting events
that I had seen happening in Little China. Eventually, he opened his lips and murmured a question: "What
part of Hong Kong you come from?" The question meant and explained a lot to me because the question
allowed me to understand gradually why Thanh resisted me so strongly.

Hearing Thanh's story was to re-live the tragic history of Vietnam, a country that had been engaged
in war for more than thirty years. Thanh and his parents came to Hong Kong on a refugee boat in August
1983. On their way to Hong Kong, Thanh's father lost all their property and possessions. As soon as they
arrived ashore, they were escorted to a refugee camp from where they had not stepped out of for three whole
years. Neither his parents nor he had left the camp until the last day when they were escorted (o the airport
and boarded on an airplane to Canada. The life in the refugee camp was a horrible experience for Thanh
although at that time he did not quite understand what was going on and what would be happening to him.
For three whole years, he was confined in the camp and, most of the time, he laid on a single bed slecping
and dreaming. He did not have any toys to play with or any books 10 rcad. At times, he would run to the
far end comer of the refugee camp where he found a big piece of rock and sat on there watching millions of

iumbo planes taking off from the runways. Thanh enjoyed the wremendous noise and high spced of
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children in the camp liked to go near the fence of the refugee camp-and watch people playing, walking by,
or shopping in a nearby residential area. Every time he went near the fence he felt more depressed when he
saw so many people walking freciy or holding a lot of food in their shopping bags. He hated the three
years he spent in Hong Kong and still had very horrible nightmares about the city for the first three months
since he arrived Canada.

The pace of the conversation with Thanh was slow, sad, and usually ended with emotional
disturbances for Thanh and me. For the first two conversations, 1 did most of the talking while Thanh
listened to me very attentively. It was hard for me to make Thanh believe that what the Hong Kong
government did to the Vietnamese refugees was not what the general Hong Kong people wanted. It was
even more difficult for Thanh to believe me when I told him that there were many Hong Kong and Chinese
peuple who lived in poorer situations than those he used to live in. Antagonism seemed to ease a bit when
I told him that I left Hong Kong in July 1983, one month before he arrived in Hong Kong. From this, he
scemed to believe that I had nothing to do with the refugee camp. I also managed t@ build greater rapport
with him by comparing his legitimate status as a Canadian citizen: with my being just a visitor in this vast
country. Through this comparison, Thanh began to ask me a lot of interesting questions such as where I
stayed now in Kaskitayo, whether or not I had to leave Canada one day in the same way his family left
Victnam three years ago, whether or not I missed home and my family. He seemed to have built up in his
mind an image that I was a refugee in Canada.

Other than the bitter experience as a refugee, Thanh hinted to me one other tragic experience that
warrantcd my interest as a peace educator. It was the loss of his sister and death of some close relatives. In
listening to Thanh's recounting of traumatic war experiences was to explore a relationship of oneself to
one's past, which was still a very important part within his present. His recounting of the experience was
quite confused. At times, he would lose his usually logical mind and verbal clarity. He told me very
different stories about his sister's death. At one time, he told me that his sister had died of gunshots one
midnight in the house when he was sound aslecp. At another time, he said that he remembered some

nolicemen firing guns that swept through his house and the whole village. He told equally confusing
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semantics of a kinshjp system and a notion of history. In the cultural tradition of Thanh, the dcath of his
sister and grandparents brought in a notion of discontinuity between his past and present. The dramatic
conversion of existence of his sister into non-existence disrupted the continuous flow of life.

A pedagogy of peace for Thanh needed to reconsider the nature and meaning of Thanh's pain and
suffering. First and foremost, Thanh experienced a traumatic sense of loss and a forced departure from his
immediate familial milieu within which he was born and raised. Through the familial environment in
Vietnam, Thanh had developed and consolidated strong senses of human competence and cthnic identity.
Fleeing from Vietnam to Hong Kong and then to Canada uprooted his senscs of sclf sufficiency, ethnic
identity, and social cohesion. Through face-to-face interactions and classroom obscrvations, I found that
Thanh had developed certain ways in which he managed his suffering. Sometimes he could maintain a
distance betwecn the "objective” description of war and the "subjective” experience of pain. In the class
discussion of war and suffering, a strong spiritual message to remember forward was brought out by Thanh

when he told the class that he was reaily happy to have a chance to study hard in the school.

Summary

The undertaking of an ethnographic inquiry in this chapter was a_process of meaning construction
through direct personal conversations, observations, and participation in social behaviour. There was an
ethnographic intent to understand a culture of peace in Jubilee Public School in tcrms as closcly as possiblc
to the way members of that school viewed the universe and organized their behaviour within it. The
guiding question of the chapter was: How werc principal, teachers, students, parents, volunteers and the
Jubilee community brought more fully into life through the pedagogical cfforts of the school?

The fact that Jubilee Public was a good school had to be understood in relation with its locatcdness
in real space and real time. The conceptualization of a pedagogy of peace with real storics from the school
participants redefined the dispersions and uneasy peace of everyday life. From the geographical and 50Ci0-
economic localities of Jubilee Public Schoot and the transformational history of the Jubilce community, I

could understand the bitter antagonism between a host society and an immigrant society. After studying



185

could build up a united coinmunity. The principal himself served as a model of a global teacher who
encouraged students and individuals to extend a caring attitude to those people of different faiths, cultures,
and racial origins. From the custodian, I came to understand that his long and busy day in Jubilee Public
School was an expression of promoting good-will towards the other. He worked extra hours everyday after
school or during weekends because he knew that his physical and emotional presence in the school could
provide a sheltering cnvironment of the home from which the supportive feelings of trust and safety could
radiate. The participation in lunch room events, observations of and conversations with Mother Elizabeth
in the basement revealed to me with exigency the humiliation of being a native woman and an underclass.
The ficld trip experience to the employment centre strongly convinced me that most social establishments
still had a tendency to discriminate people on the basis of ethnic grounds.

The stories of Linda and Wilson represented two different kinds of teachers who employed
completely different approaches to combat the uneasy peace of everyday life. At the very first day of her
teaching career in Jubilee Public School, Linda realized the uniqueness and special needs of the students.
She did not intend to cover her teaching up with an easy tone by assuming that she had been an effective
tcacher in another school. Instead, she radicalized her teaching by making her interaction with the students
and other activities in the classroom as discursive act within social practices, bodily comportment, and the
cultures of pleasure and pain. In comparison, Wilson possessed many of the basic skills of teaching. Yet,
he was not reflective enough in view of the lived situations of his students. He need to bring his basic
skills of teaching to a more conscious level so that he could ask himself "what am I doing to this child at
this moment of time?" If he had asked questions like this, he would have been shaken back to the root of
teaching and became a more reflective practitioner. He would also not have truncated the different pictures
of a holistic child or truncated an cmerging relationship between students and himself.

From *he lifc profiles of the students, discriminatory practices relating to gender, class, and race
was revealed in the organizational and tcaching structures. In addition: to the themes of sex-fole stereotyping
and racial intolerance, the plurality of students' storics articulated one important concept in modern

pedagogy, which was an anthropological theory between adultism and childhood. From the obscrvation
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of the adults around them. Tom felt more and more frustrated as he grew up because the adults around him
confused him as to what was right and what was wrong. His image of himself, degree of sclf-cstcem,
tendency towards self-denigration, and visions for an endurable future depended on how he related to his
mother, who was often a target of ridicule or harassment in Jubilee Public School. The life profiles of
different students indicated that in spite of the greatness of the scheol, there was a gencral lack of
consciousness among some of the adults in Jubilee Public School in the matter of social literacy. In a
Freirian sense of emancipatory pedagogy, a concept of conscicntization was needed as an instrument for

social change.
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CHAPTER VI
POSSIBILITIES OF PEACE AND HOPE IN MODERN PEDAGOGY:

RETHINKING AND ENGENDERING CULTURAL TRANSFORMATIONS

At the edge of postmodernism: Crisis, contradictions, and new beginnings

An epoch is characterized by a complex of ideas, concepts, hopes, doubits, and challenges
in dialectical interaction with their opposites, striving towards plenitude. The concrete
representation of many of these ideas, values, concepts, and hopes, as well as the
obstacles which impede man's full humanization, constitute the themes of that epoch

(Freire, 1970, p. 91).

When Freire wrote the paragraph in 1968, he considered the fundamental theme of the epoch to be
that of domination - which implied its opposite, the theme of liberation, as the objective to be achieved
(1970, p. 93). Domination, in the Freirian scnse, was an inclusive term which include oppression ranging
from class, communal, regional to intemational domination. The step of engendering actions against
domination, according to Freire, was to uncover the ways in which the themes of oppressions were
perceived.

"The times they arc a changing.” As the research has indicated, the "thematic universe” of our
¢poch has become significantly broader in scales and deeper in level. Oppression as in the context of this
rescarch includes numerous spheres ranging from everyday practices 10 the domains of reflective thought.
Some of the major themes that [ have been dwelling with in the research are; the shaking of human
conscicnce, the loss of human-world relatedness, the horror of nuclear genocide, the domination of mass
information, the alicnation of cultural myths, the poverty of language, the struggle against tradition, the
crosion of childhood, the suppression of ethnicity, and discrimination against the anderclass. In spite of the
"spectacular” success of Jubilee Public School as portrayed by the media, the rescarch shows the various
impediments to success, the prospects for failure, and the limits of human agency. This dialectical nature
of peace and hope in pedagogy reminds me of Dubos's question just before he died in 1982. Dubos asked

all educators to probe decply into this questionL: "How can education be a celebration of life despite it

all(1982, p. 266)?"
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We are now living at the edge of postmodernism - a moment of history with pervasive change,
unceitainty, and ambivalence. In economic terms, postmodemism signifies the shifts from production of
goods to production of information. In the culwral sphere, commodity cconomism influcnces the
development of high culture into mass culture and then into commodity acsthetics. Contemporary
education intersects with these forces of change and instabilities of the broader society and is therefore
implicated in postmodern discourses. Postmodern discourse, according to Lyotard (1984), is a movement of
consciousness against the grand narrative theories of the westcrn tradition. It does so by raising scrious
doubt the western concepts of scientific knowledge, subjectivity, reason, truth, and reality. At the same
time, postmodemism approaches history through discontinuity and repetition which undermines the idcas of
civilization, development, and modemization. It decrics the western confidence in the principle of the
"general progress of humanity.” It de-constructs our educational theory which has long been sustained in
the principles of performatism, objectivism, and behaviouralism.

The postmodem turn has profound and unsettling effects upon the practices, rationalization, and the
legitimation of education. In important senscs, the peace education movement is a part of the postmodern
movement because it has the ultimate aim of revealing the contradictions of modem socicty. Pcace
education is a postmodem turn towards humanizing cducation and counteracting the cultural problems of
conceiving war, competition, conflict as the motors of progress. The postmodern discourse implicated in
the semiological consciousness of Chapier IV and the ethnographic study in Chapter V uncovers the more

foundational questions about education:

- What does it mean to live with the present?

- How shall we live together?

- What is the relation of cducation to the world it inhabits?

- How can adulis help children come o terms with the tragic scnscs of life?
- How is it possiblc that people are still on the verge of hope?

- How can we understand hope?

- How can we cope with the idcas of westemism and nuclcarism?
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- Can one cope with westernism and nuclearism by seeking support and inspiration in the native
texts for new ways of living and thinking? Can we decenter the self enough and be less-self
indulgent and come up with a more co-operalive orientation?

- What do we conceive morality to be?

- Can there be more peace?

Capra (1983) and Caputo (1987) remind us that there are always new beginnings if we keep our
questions or ideas open to the field of nature and culture which they must express. By realizing that
perception or understanding is perspectival from a particular location in the world, we must always
recognize that there is more to be grasped and known than what we have initially. The possibilities of new
developments stem not only in oursclves or in our thinking but also in the lived world itself. Gadamer
(1976) argues that hope and possibility can always be derived from a hermeneutical interest in tradition. If
we do not take the past as fixed fact and allow ourselves to hear messages from destiny, there is always the

power to reconstruct ncw forms of understanding and to live in creative ways.

Enlivening the spirits of peace and hope in Jubilee Public School

Jubilce Public School is a name I made up for the school. In Hebrew etymology, "jubilee” refers
{0 an occasion of celcbration when slaves are freed and returned to their own land. In this study, "jubilee”
refers 10 a state of time characterized with rejoicing and sharing. The naming of the participating school as
"Jubilee Public School” reflects my personal experience as well as the expectations from the community in
which the school is located. It is undeniable that the tales of caring and love in Jubilee Public School is a
truth. However, we have also to remember that the tale of Jubilce Public School is a lgcated truth spatially
and temporally. It scems equally important to identify the place and time of the truth and to specify the
truth itself.

In the study, [ have tended to treat Jubilee Public School as a "founding text" for interpretation
with the implicit aim of constructing a ncw language about schooling. The new language, as concretized

through the life stories of the participants from Jubilce Public School, expose the shortcomings and failurcs
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inkierent in traditional educational theorics as well as to reveal new possibilitics for thinking about and
organizing school expetiences. These shortcomings and possibilities offer an exceptionally fertile ficld for
the analysis of contemporary political structures which tend to perpetuate and legitimate the oppressive
mechanism of militarization, westerization, adultism, and scicntism. A pedagogy of peace and hope in
Jubilee Public School is constructed indcpendently of these oppressive mechanisms and its related concepts
such as fear, death, and realism. Rather, it is situated in the existential notions of hope, community, and

ethics.

Towards an educational discourse on hope

What is hope? What is the materiality of hope? How can there still be hope in spite of the
numerous and massive hardship on the grounds of race, age, scx, and class? How docs hope reveal itself in
Jubilee Public School?

For the principal, hope is a pre-eminent characteristic of human beings which can sustain and
motivate life regardless of time and place. For the committed custodian Mark, hope is a fundamental
orientation with youngsters. For the compassionate volunteer Mother Elizabeth, hope is to stand recady
both to receive from others and o give to others. For the caring teacher Linda, hope is an attitude towards
students that allow growth towards the future. With her greatest corfidence, she cnables her students to
prepare for tomorrow in the calm conviction that no irrcparable disasters can befall them. For the effective
teacher Wilson, hope is his expectation on students to try their best. For the Native boy Tom, hope is his
fantasics and dreams about his healthy and perfect body. For the cthnic student Tranh, hope is the feclings
of patience and security inside his inner scif. For the senior groups, hope is a human relationship where
people still care for one another. All in all, a pedagogy of hope in Jubilee Public School is characterized by
a temporal relationship, a certain attitude towards the future, and the inner supporting ground of human lifec.
The pedagogy of hope in Jubilee Public School evolves around a celebrative spirit of human beings

transcending individuality, nationality, and temporality.
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Towards responsible politics and communal living

Jubilee community is a commurity in which people are greatly differentiated by political
allegiances, religion, languages, ethnicities, social backgrounds, and level of commitment towards the
Jubilee community. The diverse groups of people are able to come together in a shared communal structure
not because they have necessarily had or would have the same experience of being Canadians. Rather, it is
because they share a set of symbolic constructs through which they can think and talk about being
Canadians. The set of symbols which enhance senses of community is the social existence of Jubilee
Public School and the people involved with the school in one way o7 another.

There are always conflicts among different groups of people in which one group might puzzle,
exasperate or disappoint the other. Yet, they still recognize each other as sharing an identity with its
concomitant moral obligations. The variations under the one symbolic common form of being Canadian
cements the community of differences and united it in the harmony of agreement. The extent of the
symbols of Canadian citizenship work as a collective of shared constructs can encompass the diverse private
meanings which are imbued in different public cultural forms. The fact that the June 4th student movement
in China has transcended the plurality of perspectives among different Chinese ethnicities in Jubilce
community and has brought about a united allegiance to a pro-democracy movement in the city is a good
example of how privaie meanings can be encompassed in collective constructs.

Jubilee Public School is a small community school but it serves a very large community of
people directly and indirectly. Within the mosaic of people being served by Jubilee Public School, |
become aware of the diversity of people who are not really safely anchored in one system of cultural
mcanings but live in a fragmented cultural universe combining clements from various cultural systems.
What kind of political community is envisigned in Jubilce Public School? Should education be informed
by real needs in the community or should it be determined by prepackaged wants or demands? The success
story of Jubilee Public School is its ability to identify and prioritize the real needs within the community
and then 1o identify new human, technical, and institutional resources to meet those nceds.

A strong recognition of the meaning of community can be sought during the annual Chinese New

ycar celebration at Jubilee Public School. Every year before and after the celebration, I would ask student
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participants about the ritual and meanings of their dances and songs. Although many of the student
participants are of Chinese ethnic origin, they would give me very diverse and individualized interpretations
of the Chinese New Year. Whatever the ritual of celebration is officially said to "do” or "mean” by their
teachers, I still think that the dance or song at the celcbration is a specific personal experience for cach of
the participants or observers. What I witnessed on the night of the cclebration was a passing on of
tradition, a transmission of culture, and almost a re-invention of it. Students’ ability in decoding the
meanings, actions, and structures of the Chinese New Year during o after the cclcbration indicates that there
are always new ways and new forms to make sense of the world, to take account of others, and to take up
relations with people or tradition. The celcbration provides "possibilitics” through which students develop
their own potentials and through which the students’ lives and worlds are brought closer so that students can
confront the world by seeing, observing, describing, experimenting, counting, understanding, and
questioning.

Communal living also requircs a heightened awareness of responsibility. In Jubilec Public
School, teachers are aware of the double situation of global education thrust upon them - the globe in the
classroom and the classroom in the globe (Carson, 1990). Jubilce Public School concretizes the concept of
global responsibility by providing the community with the various social services programmes. In doing
s0, the students could experience responsible behaviour in numcrous situations. The concept of
neighbourhood is seen historically in a new perspective. It means that the person to whom onc must fecl
responsible for is not only our visible counterpart, but it can also be someone whom we do not know, with
whom we do not come into contact at all, possibly even someonc who will live after us. Responsibility to
other people in this age of world wide intcrdcpendence and communication means the possibility of being

dependent upon human beings and dependent upon humanity in gencral.

Towards an ethical notion of educational excellence
The study has somchow to confront an ultimatc question: Is Jubilee Public School a good school?
In what sense and by what standard does Jubilce Public School reflect a pedagogy of peace and hope? What

kind educational excellence is displayed in Jubilee Public School?
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Attempts to answer these questions require moral and ethical thinking and not technical rationality.
The main theme of pedagogy in Jubilee Public School, for me at least, is to come to terms with those
people who live in situations of structurally supported violence, to help the oppressed group of people to
understand the system in question, and to replace these systems with a consciously chosen peacemaking
relationship. In Jubilee Public School, the fecling and spirit of education as a form of ethical commitment
is very strong. The school has first of all succeeded in securing the interests of students, parents,
volunteers, and seniors in coming to school. The school then attempts to explore possibilities in
connecting abstract issues with participants' immediate concems as a means of guiding them toward the
more serious work of conventional studics and citizenship responsibilities. Embedded in most of the school
activities is an ethical message on how to be a responsible person to your neighbours. In the process of
cultivating certain fixed beliefs about Canadian people and Canadian government, the school also attempt to
incorporate the explicit teaching of thinking, valuing, acting, and interacting.

The plurality of students’ existential orientations invites me to extend the notion of academic
excellence from scholastic achicvement to cthical commitment. The enlarged sovereignty of the media and
other social considerations have pushed parents o over-rely upon social institutions for educating children.
In the process of over-reliance on institutions, parents undermine their ability and responsibility for raising
children. Indeed it is now believed by some that the parent-child relationship is essentially neurotic, and
that children are better served by institutions than by their families. This is a serious form of violence that
adults have done to their children. The principal of Jubilee Public School resurrects this belief and
endeavours to bridge the gap between school and home by cultivating confidence in many un-educated and
under-classed parents. For almost two decades, Jubilee Public School has played a key role in building a
collaborative oricntation toward the minerity language community. That includes the willingness to work
with aides and parents who speak second languages, to provide other ways for parents to participate in
children's learning, and the eager exhibition of minority cultural acceptance through ethnic festival
cclcbrations.

The gap between schoel and family is also bridged when the principal intentionally promotes an

atmosphere of "home-ness” within the school. The principal has two creative mottos summarizing his
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philosophy of education. The two mottos are: "school as home away from home” ‘and "tcachers as parcnts
away from parents.” The association of images of home with school and teacher with parent bring out the
concept of family in a school setting. In each metaphor, the signifier of "school” and "teacher” interact
with the signified "home" and "parent,” and altering our experience of both terms in comparison. The
metaphorical thought of relating home with school and parent with teacher leads us to sce school and
teacher as something familiar through the imagistic capacity of home and teacher. The framing of the
relationship persists concurrently with our original sense of "home-ness." The metaphor of "school as
home away from home" represents and creates one reality by expressing it in language drawn [rom a
different reality. Metaphoric thought broadens the meaning of school because multiple meanings related
with home are brought together under the signifier of "home.” The metaphoric thought also brings outs the

idea that schooling is more an ethnical commitment than a technical enterprise.

Engendering the process of cultural transformations

It has been five years since I first started the research. The five years represented a long process of
action and reflection, questioning and searching, reading and writing, theoretical contemplating and practical
researching in the field. The five-year study is a true journcy and now carries me back to a new beginning.
In spite of all the re-searching, the study brings me to more questions and uncertainties. I always ask
myself: what kinds of meanings have I arrived at after the study? As I re-read the dissertation, I find that |
have left many questions unanswered. Ihope that the rescarch can act asa series of "cues” to the rcaders and
invite readers to consiruct the findings into their own meanings. In the terminology of hermencutics and
semiotics, I hope the reader will "concretize" or "actualize” the meanings for themselves. I do not hope that
the theoretical orientations of the disscrtation dictate against the unique meaning of the school. As such, |
have not related peace education practices in Jubilee Public School with any particular models of pcace
education, although I have to admit that the Freirian spirit of emancipatory pcdagogy and his conccpts on
dialogue teaching, critical literacy, situated pedagogy, and human agency have influcnced greatly the

discussion and structure of the dissertation.
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As the research developed and progressed, a framework of peace education based on what I have
seen in Jubilee Pubfic School gradually emerged. There are three important dimensions in the Jubilee
Public School model of peace education. The three dimensions are: an existential orientation to hope, the
politics of communal living, and an ethical notion of excellence. The new framework of peace education
derived from Jubilee Public School is not a theoretical construct but an enactment of the struggles of the

participants from Jubilee Public School. From these struggles, some visions of cultural transformation

begin to emerge.

Practicing conscientization and cultural de-mystification

It is the alienation of the cultural myth of Jubilee Public School that initially allows me to shape
the rescarch focus and enter into most of the research questions. The alienation becomes stronger and more
bitter as | gradually find out that the cultural myth of the school has implacably controlled the thinking and
cven the destiny of some participants. In undertaking a semiotic analysis and an ethnographic
investigation, I come to challenge all different notions of knowledge: cumulative knowledge, scientific
knowledge, mediated message, objectivity, ideology, and power. I strongly reject the possibility of a
validating scientific method and knowledge on independent, ahistorical, gender- and race-free grounds. The
hermeneutics of suspicion challenges the claims to validity of ideas and ideologies.

From a deconstructionist approach to the story of Jubilee Public School, the research focus
gradually shifts to a postmodernist critique of cultural myth. Cultural myths have been so pervasive in this
media-saturated socicty that people have avoided any genuine inquiry into the meanings of symbols. Myths
provide the cliches and formulas by which people from Jubilee Public School or people who do not have
any expericnce with Jubilee Public School "explain” the greatness of the school in the form of persuasion,
ritual, and rhetoric. What is the naturc of mass information? What docs a pedagogy of conscientization
mean in this media environment? The rush for television in Yen's family pushes the question of mass
media one sicp further into a very concrete pedagogical question. It has been four years since I first met

Yen and was told about the rush for television in her family. Four years later, the rush for television
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are now good enough for all sources of television entertainment other than the Chinese videos. Conscquent
conversations with Yen early this year show that she and her brothers know niany things that they do not
need to know. The entertainment pattern of her family urges me to consider the meaning of a modern
childhood within the psychology of adultism and the dominance of mass culture. Do the routine
limitations and impositions on the life-worlds of children and families from mass media lie outside of
people's control?

Other than the television mythologies, cultural myths also operate at level of theoretical concepts.
The concepts of peace and human rights are embodied within a larger mythical fallacy of "equality.” In the
so-called "liberal” society of Canada, it has designed two separatc frameworks of relations, one in which
human rights are respected within the boundary of legal and civil law, and the other one in which human
rights are violated which include urgent human needs and priorities such as food, education, health, housing,
employment, and active participation in the building of social order. Most people are comfortable with the
dualistic frameworks and believe that people are equal as long as we do not mention concrete human beings.
It also seems to me that the human rights movement is a difficult process of social struggle that has as its
protagonists concrete people and not abstract theories. The order of change, therefore, implics a process of
de-mystification ranging from theoretical concepts to everyday struggles against submission of subjectivity,

secrecy, dis-information, deformation, and mystifying impositions from the telecommunication system.

Re-claiming identities and differences

For five consecutive years from 1986 to 1990, I have been going in and out of Jubilec Public
School, talking to the different people who are connected with the school in one way or another, obscrving
their behaviours and participating in some part of their lives, and then (o construct a text about human life.
The act of researching peace as actions uncovers many theoretical, methodological, ethical and ontological
issues to be further explored. Are there gaps in human relationships? Are there gaps between cultures? Is
there a gap between ethnography and hermeneutics?

Derrida's notion of difference and Levinas' notion of responsibility serve as important reminders in

mu. salatine with nonnla fram Tuhilee Puhlic School. In many instances, there is an impencirable
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alicnation between "me" as an outsider and "them" as insiders, balanced more or less by the accomplishment
of some degree of understanding. The cultural disparity between "me” as a Chinese and them as Canadians,
between me as a visitor and them as residents calls for extra effort and patience on both parties to transcend
the ontological disparities into historical understanding. The existential gap can sometimes serve as the
ground for anthropological understanding and sometimes becomes subversion of mutual understanding.
This difficulty requires me to adopt an ethical dimension in addition to the ontological perspective in re-
claiming identities.

The question I posed for myself at the beginning of the research is: Would it matter to me todo a
research about Canadian schooling in a Chinese community if 1 was not Chinese? The focus of the
question is later shifted from whether or not it has mattered to how it has mattered and to whom it has
mattered. The questions derive from the context of the research, from the process of interaction, from the
actions of representation, from the relationship between knowledge and power, and from those things I
experience as different. The questions point to the problematic of conceptualizing other people as different,
of represcnting that difference through writing, and searching for the potential meaningfulness of assuming,
creating, denying, perpetuating, recognizing, or adopting the pre-conceived difference of the other people.
The attention on the notion of diffcrence gradually makes me realize that no definite self or definite other
can be asserted. At the same time, the indefinite self and indefinite other cannot be denied

Teachers, parents, volunteers, visitors, seniors, adult learners, and everyone I meet in Jubilee
Public School tell me that the school is good and different. Ethnic students tell me that they are different
from the Anglo-Canadians in terms of their ethnicity, mother tongue, cultural background, living
conditions, and family experience. By hearing what the students tell me about their pre-conceived
differences, these differences seem to be utilized as natural attributes and thus imprison them within the
boundaries of the differences. Difference as uniqueness or special identity can be emancipatory as well as
limiting. It all depends on whether or not the situational context in which the idea of "difference” of the
total form of "I" is suppressed. Postmodem social, economic and cultural arrangements require the notion
of difference to "produce” differcnces and abnormalities in cducational opportunity, career employment, life

asniration. and class mobility. By utilizing "difference” as "normalizing operations,” I am afraid that the
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broad propaganda of the school and the students as different could put the students in a victimized position.
Derrida's notion of difference as "differance” can be referred to as an cthical struggle against the imposition
of difference at the individual level. Throughout the five years of study, I have encountered many adults and
children of Jubilee Public School rejecting other people’s view of who they are and what they arc and trying
to manage their own collective identities. The inconsistent self-images of Tom, the silence of An-may, the
resistance ritual of Tina, the retreating complex of Thanh, and many of the adult ESL lcamers in my class
operate on this denial and dispute among themselves the way in which they are different from the host
society.

The fact that I am different and posit myself as their "other” might secm welcoming to the cthnic
group while it might seem foreign, challenging, even threatening to the people of the mainstrcam group. It
is both the ethnic group and the mainstream whose peoplchood I st out to study. Similar threats or
stereotypes on a societal scale could be exerted on the Chincse community had it not been the fact that
Jubilee Public School built a good relationship between the school and the community. The pedagogical
challenge for Jubiles Public School, in the context of reclaiming ethnicity and identity, is the repossession
of the world from which the ethnic students come from: the family. Countries whose population have been
constituted by immigrants from other nation and countries such as Canada are particularly vulnerable to the
denigration of the familial culture when that culture is identified with a visible a recognizable cthnicity.

Pennycook (1990) says:

. On the one hand, the stress of diversity, when sct in contradistinction to a probicmatic
convergence, may eventually tum into a notion dangerously similar to the vapid liberal
pluralism of Canada's multiculturalism. As Piper suggests, the idealistic multicultural
ideology tends to obscure the fundamental issues of racism in the socicty. And Bumey
argues that While Canada maintains a facade of multiculturalism - which supposcdly
nurtures and respects other cultures - in actuality the official multiculturalism as practiscd
in Canada is a discourse which segregates and subjugates people into "cthnicity” and
hence marginality (pp. 60-61).

The idea of racial discrimination and marginalization can be equally applied to first-third worlds

relations in which the first world is the centre and the third world is defined as periphery according to the
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centre. The building of a global community demands that we displace our subjectivity from the centre and

refuse to privilege the being of oneself.

Education for compassionate thinking

Mendlovitz (1982) once said that the loss of human compassion is the greatest oppression of our
age. A pedagogy for peace and hope, as mentioned before, is to cultivate a sense of ethics and
responsibility for discovering and living out one's own judgment and commitment. What is the relation I
have to the school participants? What happens to ethics if I cannot stand in place for the participants or
cannot do them justice by speaking for them? How can a pedagogy of peace and hope help overcome the
carclessness and neglect that stand in the way of morality? Throughout the five years of study, I have come
to value human agency, to focus atiention on feeling the other's particularity and concreteness, to reach out
to people from the participants’ own vantage points, and to make sense of their lived worlds by placing
their meanings alongside with mine. In doing so, I have discovered multiple ways of seeing, multiple ways
of being located in the world, and multiple ways of feeling interconnectedness with other people even in a
foreign land.

The study created an opportunity for me to live out some of the most exciﬁng times in this
forcign land. Conversing with other people and then to enter into their lived-world for a certain period of
time is a process of alternating between the pleasure of text and the pain of larger society. To hear one's
story is not only to understand the personal or the idiosyncratic aspect of a particular person. It is a process
of getting to know people who are in the struggle of becoming human or restoring hope under oppressive
structures. The community of Little China and Jubilee Public School are themselves engrossed with pain
and injustice. The principal and the teachers have been successful in creating a community of people who
can build on their own human resources and that every individual can function in the community in a
competent way. In the process of understanding these cultural patterns and historically created systems of
meaning, | think I have given forms, orders, and directions to my own life. Through interacting with the

underclass, I came to understand why the commitment to struggle or transformation is particularly strong
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among the oppressed groups of people. It is also the interactional expericnce with this oppressed group of
people that pulls out most strongly a cluster of wishful thoughts on the themes of peace and hope.

In retrospection, I find myself easily drawn to the culturally and socially deprived group of people
and engage with them in reflective thinking. The lifestyle of Mother Elizabeth and the story of Yen alert
me to remember that while ethnic origin has made their acculturation problematic, gender becomes a
compounded complication for their formation of the self. Their stories invite me to relate the specific
issues of race and gender as they are embodied in the broader categories of cultuce .a relation to which they
define their identities. The insecure fecling of Thanh and his traumatic memory of war expericnce cnable
me to seek an alternative mode of understanding which emphasizes more our senses of fecling than on
theories or cognition. The moment of speechlessness is also the moment in which I feel united with
Thanh. The Grade S students’ writings on nuclear threat highlight the dominant conditions and emotions of
our time. Students' writing on nuclear war, whether they are being haunted by it or arc free from it, implics
a taking on of a greater responsibility on the part of the teacher. Prior to or beyond any curriculum,
educational activity, or decision, there is a concrete and often oppressive and evil reality. The meaning of
education is not to ignore, conceal, or distort this form of reality but to transform it.

The re-orienting of personal subjectivity with human agency, according to Greene (1986, 1990) is
the arousal of passion towards the other and thus constitutes the first step in engendering cultural

transformations. She said:

The point is, however, that all this must follow from sclf-understanding, from an
awareness of the actually lived world, from a refusal of objectness, from a decision to be
with others in sphere that is intersubjectively meaningful. On this ground, there can be
new beginnings, efforts to surpass, to go beyond (1982, p. 135).

Intersubjectively involved as we are, with our consciousness opening out to the common,
our normal lives cannot but be oriented to what is lacking in the lives we sharc. Infused

with attentiveness and concern, such ways of being demand a kind of mindfulness, a
particular mode of care (1990, p. 69).

The rescarch provided an opportunity for me to experience a dialogic rclationship of

intersubjectivity, lived life, civility, and fricndship with people of diverse backgrounds. The relationship is
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marked by passion, by an attentiveness to the deficiencies, the particularities, and the possibilities of the

world. The relationship is a community-in-the-making in its truest sense.

Postscript: Can there be more "peace"?

Personally, I have a strong interest in the issues of peace and hope for the oppressed group of
people like the colonized, students, children, women, and ethnics. I am particularly dr;lwn to the
manifestations of peace and hope as being-in-the-world. My understanding of being-in-the-world, perhaps
Oriental in its underlying nature, has been consistently influenced by literatures of postmodemism,
feminism, and critical theory of education. All these ideas contribute to a central concern of how to pull
oneself together out of the dispersion and disconnectedness of everyday "inauthentic existence,” 10 use
Heidegger's own words. This central concern has then become the entry point and the guiding question for
the research. The six chapters are attempts to come {0 grips with the meaning of authentic and inauthentic
existence in theoretical, methodological, ontological, pedagogical, and cthical ways.

The five years of study was a life struggle with ups and downs, stability and change. I had the
opportunity to live out the most exciting as well as the most difficult times of my life. The excitement
includes the attitudinal change of the participants towards peace education and towards me as an ethnic peace
researcher. Five years ago, school participants tended 10 equate peace education with nuclear disarmament
and thus led them to think about a doctoral research on peace education as a form of radical propaganda or
political indoctrination. Skepticism was exhibited through the teachers' non-confidence over the reasons and
process of the studies. Five years later, owing to a combination of wider experience, critical social
awareness, and a prolonged process of dialogue, it enabled participants to accept a gradual legitimization and
call for a human urgency of their work as peace education. Through the collaborative efforts betwecn the
school and I, a broader framework on peace education scems to have emerged. The weighted pre-occupation
with disarmament and nuclear issues has gradually been shifted to a more concrete and broadened concept of
peace education by relating the immanent uncasy peace of the community in which the school is located.
The broadening conception of peace cducation includes; dealing with the economic deprivation through

provisions of social services, fighting against racial discrimination through additional school effort in
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celebrating multiculturalism, rescuing community isolation and promoting scnses of empowerment through
developing a partnership model of community-school relations.

In spite of the gradual recognition of their work at Jubilee Public School as a form of peace
education, there remains confusion and ambiguitics among participants regarding what is the meaning of the
term "peace education,” why the society needs it, and how they as adults go about teaching it. This remains
a professional challenge forme as a researcher from the university and the co-ordinator for The Institute for
Peace Education to play a more active role in facilitating that process of public information and discussion
of peace education.

My motivation and confidence in the study has sometimes been disrupted by difficuities of life.
Many of the personal experiences of life difficulties echo with the similar difficulties of the students,
volunteers, and parents of Jubilee Public School. The difficulties include; the denigration of cthnicity and
racial discrimination, cultural stigmatization and swinging conceptions towards tradition, ecconomic
instability at the brink of survival, social marginalization, and the feeling of isolation. My personal beliel
in peace and hope was undermined when the Tiananman massacre occurred on June 4, 1989. Since then,
cynicism towards the future of the Hong Kong Colony, the Chinese government and its socialist order, the
metaphysical concepts of Chinese as a group of ethnic people, as a civilization of more than four thousand
years long, and Chinese as a philosophy of inner-directed code of ethics has been generated. Never have my
husband and I become so disappointed and frustrated towards our future. The dramatic cnactment of the
Hong Kong 1997 issue by a class of sccondary students seven years ago allowed me to enter a rescarch on
peace education. It is also exactly the same issue that I need to confront after all those seven ycars of
searching.

Family life is upset occasionally by the external dynamics of cconomic difficultics, political
uncertainties, and societal forces of discrimination. Iam challenged to bring about peaceful relationship
between husband and wife, between parents and children into my own family. How can I bring about pcace
to my husband who has been undergoing constant confusion over whether his priority is to get a job or to
continue with his studies in this forcign land. Neither of the two goals seems to be satisfying for him

because he cannot define his place in western academics and/or in the western marketplace. As the study is
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approached the end, I find myself sharing his same feeling of disconnectedness. How can I help my two
sons overcome discriminatory practices that they constantly encounter in public spaces? What is the
structure of peace in a family context? What is the structure of peace in an ethnic family?

It is this personal struggle of hope and peace that has allowed me to engage in a cultu. !
conversation with Canadian society on the issues of ethnicity, identity, employment, class, gender,
discrimination, domination, and liberation. Iam afraid that in order 10 keep the conversation going, I have
10 define and develop for myself a new vision for society. The challenge, for me at this stage, is to put
aside cynicism and join in the conversation with a more open and hopeful attitude. The answer o these
difficulties, indeed, requires above all an effort to be aware of the need for interdependence and to be aware of
the hopeless tendency of any isolationist attitude. I believe that the worry about my future and my family
is granted in society as a whole which will be brought to some fuller form of life. Hope transcends the
individualistic desire from the "I" and "they" and re-locates on the "we." I have to admit that the different
ways minority people cope with the host society that I have interacted with in Jubilee Public School offer
me an open and hopeful attitude. From the life profiles of the ethnic participants, I came to realize
concretely the different levels of survival. Some people fall back on the original culture to whatever extent
possible and isolate themselves from the new culture; some reject the original culture and attempt to
assimilate completely into the new culture; some become marginal persons uninvolved in either culture; or
some strive for a synthesis of the two. Which one should I want to be?

The question will persist as long as [ claim my idex.ity as being ethnically different and accept life
as difficult. By maintaining a disrupted sense of progress and a radicalized sense of life's difficulties,
according to Caputo, [ can admit to myself the inherent uncertainties of human effort. A hermeneutic
suspicion or: uncertaintics may in fact bind me together more strongly with other groups of people, inspire
more persistent and conscicntious effort in understanding my destiny, and help me maintain a more realistic
appraisal of the worth of what I am trying to accomplish. The tragic side of the nuclear tyranny should not
dispel hope. Rather, it requires me (o restore hope with doubt on the one hand, and to fight against
skepticism with persistent cffort for the fundamentally new and the better, on the other. (Ruiz, 1988). A

pedagogy of peace and hope, as I firmly belicve, embraces the two perspectives at once.
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