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Abstract

These are stories o f  lived experiences on the landscape o f  public, culturally 

assimilative schooling fram ed  around a form o f  violence called shaming. These are 

stories o f shared experiences that are seldom talked about although we have all 

encountered forms o f  sham ing  at some time in our schooling lives.

With a view to broadening our understanding o f shaming, I sought to document 

the process o f shaming as  narratively composed, embodied in persons, and expressed as 

experiences within schoo ls. Storying creates a new sense o f m eaning and significance 

with respect to the constructed  shaming process and provides an alternative way of 

thinking about the v io lence  o f  shaming. W here experiences o f  sham ing are lived and 

then re-told in stories, th ey  provide a milieu to think and tell about experiences that are 

multi-directional, that look  upward, inward, outward, backward, forward, and downward 

in their telling.

More specifically, I wanted to suggest that we need to re-think our common 

sense and academic ideas  about shaming in conscious and unconscious teaching 

practices in primary and  secondary schooling which are assumed (by some) to be 

inherently learning p rom oting . A school system that is shame-based, in that it values 

competition over cooperation , equates performance with personal worth, and maintains 

ridicule, honour and d isgrace  as the harshest punishment, is hurtful. Such a system is 

more shameful than nourish ing , and often makes students feel exposed and diminished, 

resulting in feelings o f  inferiority  and anger.

It is hoped that th is  examination o f  shame will alert the schooling community to 

the functions which sh am e plays both system ically and individually, and in so doing sort 

out ways in which the  growth promoting aspects o f teacher-student relations can be 

maintained and the unnecessary  stunting and damaging aspects be eliminated.

These stories a ttem pt to bridge the gap between W estern epistemologies and 

methodologies and indigenous ways o f  knowing through an indigenous perspective, 

They do not privilege o n e  way of knowing over another but draw on multiple ways o f 

knowing in the construction  o f  awareness, nurturing, transition, and courage to act -  the 

journey of the sacred hoop.

R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.



Acknowledgements

One never walks alone. We live a life o f  relationships that makes your life walk 

meaningful. As a grandfather, a father, a husband, a soldier, and brother I have had 

many relationships but none as momentous as with those people I have met during this 

educational journey. I do not have the words that will adequately express my deepest 

feelings for those who have accepted me as a brother and guided me in this work. At 

best I can only offer my sincere gratitude.

1 grateful to Asinixvaciciw Iskwew  and Jill for sharing their stories with me. They 

were stories that helped me to begin to understand my own earth walk.

I want to thank the members o f m y examining committee: Dr. M argaret 

Haughey, Dr. Rod Wilson, Dr. Stan W ilson, Dr. Andie Palmer, Dr. Jean Clandinin, and 

Dr. Michael Marker. In particular, I would like to thank Dr. Michael M arker for his kind 

comments as my external examiner; Dr. Stan W ilson for providing the catalyst for this 

work; Dr. Rod W ilson for the many informative, challenging conversations and support 

that kept me going; Dr. Andie Palmer for her stories, clarity and for understanding my 

struggles with writing these stories; Dr. Jean Clandinin, I wonder without your patience, 

encouragement and friendship if this story would have ever been written; and Dr. 

M argaret Haughey, without your guidance, attentiveness, hard work and 

encouragement, this work may never have been completed.

R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.



Table of Contents

Abstract

Acknowledgements

Foreword ..................................................................................................................................

B ecom ing...................................................................................................................................  1

The Crow and the H aw k.........................................................................................................  12

The Crow ’s N est....................................................................................................................... 29

The E a s t ..................................................................................................................................... 42

The W est..................................................................................................................................... 85

The South.................................................................................................................................... 123

The N orth...................................................................................................................................  148

Epilogue: -  The Storying L andscape..................................................................................  160

R eferences.................................................................................................................................  172

R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.



Foreword

It is probably unusual to have a foreword to a dissertation. However, the purpose 

is to set the stage, as it were, for the approach I have used in presenting this work.

Having completed the conversations with my participants in this endeavour, I felt it was 

important to attempt to maintain the personal and experiential context o f  the work in the 

writing. I agree with Connelly and Clandinin “that humans are storytelling organisms 

who, individually and socially, lead storied lives. The study o f  narrative, therefore, is the 

study o f the ways humans experience the world” 1 As such, “this general notion 

translates into the view that education is the construction and reconstruction o f  personal 

and social stories; teachers and learners are storytellers and characters in their own and 

other’s stories.”2

I not only include the complete protracted conversations that were voice taped, 

verified and validated over almost one and a ha lf years with each o f the four 

participants, but also situate m yself within the storyline. Each person initially indicated 

a willingness to have a conversation about her educational experience and was then 

involved in the educational field. The conversations began with these four participants, a 

First Nations person, a Metis person, and two non-Native Canadian born persons, and 

continues currently with the two Canadians. Asiniwaciciw Iskwew  (M ountain Woman), 

the First Nations person has returned to her healing path and we have not had any 

further conversations for six months. The Metis person after approximately a year and a

1 F. M .C on nelly  and D . J. Clandinin, “Stories o f  E xperience and Narrative Inquiry,” E d u ca tio n a l  
R esea rch er  vol. 19 (1990): 2.
2 F. M . C onnelly  and D , J. Clandinin, 2.
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half withdrew from the conversation. As agreed in the ethics agreement, all the recorded 

sound tapes and transcriptions have been returned to her, no questions were asked as to 

why she withdrew, and there is no information included in this writing. Jill (the non- 

Native) probably made the clearest statement concerning this type o f research when she 

indicated that it is dependent on trust and it was more difficult emotionally to go back 

into those events, moments and feelings than she imagined. A central trust issue was 

raised by each o f  the participants separately. With the exception o f  M ountain Woman, 

each was concerned about how I would see and feel about them once they “unmasked” 

themselves in the conversations. My response was that we were both at risk in exposing 

ourselves and I trusted that our conversations would create a loving bonding from our 

shared experiences. With the exception o f the Metis person, my assumption has proven 

to be correct and we now have brother - sister relationships that I expect will continue 

for a lifetime. I also provided each participant with voice tape recordings o f all the 

conversations; once the tapes were transcribed they were returned to the participant for 

verification o f the transcript, and each participant was provided with a draft copy o f the 

dissertation for their perusal, editing and to demonstrate how the information was be 

used. M ountain W oman did not express any concern because her telling was essential to 

her personal healing to m ake public the experiences o f First Nations children in 

residential schools. Once she told her story she needed to return to her Native healing 

ceremonies and was unable to further discuss her experiences. W hat clearly emerged 

from this approach was that not only did their stories talk about relationships but the 

very process o f story telling created a relationship between the listener and teller that 

was essential to the establishment o f trust, respect and bonding.
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As a person who follows the way o f  the pipe, walks the “Red Road”, and 

practices indigenous3 ways o f  knowing, I have adapted Frank Fools C row ’s4 sacred 

hoop (Ccmgleska wakan5) as the guiding principle for this journey. The guiding 

principle is a way o f life that embraces the interrelationship o f  living in four-worlds, a 

system o f  beliefs, values, and practices that characterizes Lakota relationships between 

lived experiences and the natural world. These are my understandings that have emerged 

from numerous years o f oral training, written text, and experience.6 The four-world 

construct o f living in the world is ethos (life ways) and eidos (thought ways) o f  the 

Dakota/Lakota people as expressed by Black Elk and Frank Fools Crow through the 

written interpretations o f Brown, Mails, Neihardt, Eagleman, and others. It is typically 

imbedded in what has been called “Creation Stories” and an extensive use o f  metaphors 

like “Creator”, “Great M ystery” , “The Unknowable” , and so on. This belief system and 

world view has been taught to me through years o f  conversations and ceremonial

3 1 use ind igenous to m ean peop le  from  or o f  the land. I also use it instead o f  N ative, First N ation, M etis, 
Indian, Am erindian, A boriginal, etc. A lso  see  T hom as E, M ails, F ools C row : W isdom  a n d  P o w er  
(O klahom a: C ouncil Oak B ooks, 1991), 159; and S. Perrins, “M etaphorical R evelations: A  D escription o f  
M etaphor as the Reciprocal E ngagem ent o f  Abstract Perspectives and C oncrete Phenom ena in 
E xperience,” M eta p h o r a n d  S ym b o lic  A c tiv ity  2 (1987): 251-280 .
■* Frank F ools C row  w as a noted Cerem onial C h ie f o f  the T eton S iou x  w ho died in 1989 at the age o f  99.
5 The source o f  the Lakota language is from. E. M cGaa, Eagle Man, M o th er E arth S p iritu a lity : N ative  
A m erican  P a th s to H ea ling  O u rse lves an d  O ur W orld  (N ew  York: H arperCollins, 1990), 2 1 1-215; L. 
Sm edes, Sh am e a n d  G race: H ea lin g  the Sham e We D on  7 D eserve  (N ew  York: H apcrC ollins Publishers, 
1993). R ev iew ed  by J. D early, O glala Lakota, Lakota linguist and language instructor.
0 Dorothy L ee, F reedom  a n d  C u lture  (Harvard University: Spectrum  B ook , Prentice-IIall, 1959), speaks 
directly to the question o f  responsib ility  as does Luther Standing Bear, M y P eo p le  th e  Sioux  published in 
1928 cited in Peter K nudlson and David Suzuki, W isdom o f  the E lders  (Toronto: Stoddart Publishing, 
2 0 0 1 ), 170-172; see  II. Bernard, H an dbook  o f  M ethods in C ultural A n th ro p o lo g y  (L ondon, UK:
AltaM ira, 1998); B . Blount, Language, Culture, a n d  S ociety , 2"d ed., (Prospect H eights, IL: W aveland  
Press, 1995); John G. Neihardt, B lack  Elk Speaks  (Nebraska: U n iversity  o f  N ebraska Press, 1979); Joseph  
Epes B row n, The S a cred  P ip e  (O klahom a: U niversity o f  O klahom a Press, 1989); T hom as E. M ails, F ools  
C ro w  (Nebraska: U niversity o f  Nebraska Press, 1990); E, M cG aa, Eagle M an, M oth er E arth  S p iritu a lity  
(N ew  York: H arperCollins, 1990); G. A lfred, H eed in g  the Voices o f  O u r A n cesto rs  (O xford, UK : O xford  
U niversity Press, 1995); R. Erdoes and A. Ortiz, A m erican  Indian M yths a n d  L eg en d s  (N e w  York: 
Pantheon B ooks, 1984).
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practice by Charlie Gibbons, C liff PomPana, Joanne PomPana, Lionel Kinunwa, Charlie 

Patton, Will Campbell and others.

In the beginning there is only one animating force (Skan). Skan, as emotive 

energy,7 a form o f motion, brought together all the components that make up stone 

(Inyan). Thus stone came to be. From the dynamic interrelationship between Inyan and 

Skan the sun ( Wi) emerged. The interaction between Wi and Inyan creates the earth 

(Mcika). These interrelationship o f opposite and complementary forces o f  energy create 

a cooperating force, the first world o f the above.

On earth, the second world, we see, we hear, feel and experience the natural 

phenomena o f living in the world. Skan becomes tate (the wind) and wi has a smaller 

opposite energy force o f itself in hanwi (the moon). The powerful wind that comes 

with thunder is tate and includes darkness as part o f Wakinyan (the dark thunderclouds 

that signal a thunderstorm). The last created phenomenon on earth is Unk, that which 

causes discord or contention from the negative energy forces emerging from the 

interaction o f  Wakinyan and Hanwi. Earth is also referred to as the below.

The third world is the organic world excluding humans, viewed as people: one 

legged, two legged, three legged, and four legged.8 The understanding is that the world

7 For a d iscussion  o f  energy and hum an behaviour see H. H ass, D a s E nergon  (W ein: M olden , 1970) in 
Irenaus E ib l-E ib esfeld t, Human E th o lo g y  (N ew  York: A ld ine de Gruyter, 1989), where it is argued that 
organism s are energy-acquiring system s w ith a p ositive  energy balance -  term ed “E nergon,” “Life 
processes are m aintained by the m ultiplicity  o f  organism s and by those energy-acquiring system s  
develop ed  b y  them . The energetic process presupposes structures at its disposal that are ‘adapted’ to the 
appropriate energy transformation. Each organism  must p o ssess structures w ith  w h ich  it can extract 
energy from  the environm ent, T hese structures are adapted to the appropriate energy sources, that is, they  
are so  constructed that they can tap the sp ecific  energy sources and thus aid in the m aintenance o f  the 
energy-acquiring system . The environm ent is not only the source o f  energy but a lso  the source o f  a 
multitude o f  interfering and even harmful influences against w h ich  the organism  m ust protect i t s e lf ’ (7).
8 For exam ple: one legged  are trees and grass, anything that is connected  to the earth w ith one stem  or 
leg; two legged  anything with tw o legs (i.e . birds); three legged , fish and; four legged , deer, etc.
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is not empty; everywhere there is life, visible and invisible, and every object possessed 

something that would be good for us to have also -  even the stones. The winds, 

insects, plants, water creatures, and the animals provide instruction, knowledge, 

guidance, and advice. The buffalo represented courage to face adversity9, the bear 

healing because it dug up roots and other things that could be used for healing. The 

eagle could represent the ability to rise above adversity. The animals and plants could 

teach us how to live and survive in a particular location or more generally in the world. 

In some cases some indigenous people are named after animals and they are 

responsible to emulate and learn about their animal attributes and use them as spirit 

guides in their life walk. The connection to animals is a natural process o f  getting 

acquainted, exchanging friendship,10 learning relatedness, and as a helper in dealing 

with the challenges o f living in the world, And finally, Ymnni wi (the power o f  the 

feminine -  M other Earth).

The fourth world is the human animal, which is made o f  four aspects: spirit, 

soul, intellect, and twins. N iya11 (the spirit) is expressed as an energy form. Nagi12 (the 

soul) is that part o f the human that never dies, is the natural aspect o f  the human, and 

can communicate with the animals. It is the aspect o f the human that is in direct 

contact with the Great M ystery ( Wakcin Tanka) because it is at the centre o f the 

human. The intellect is the mind that makes cognitive sense o f the world. The Dakota 

do not think o f  a person as dying but rather as a process o f transform ation in which the

9 D epending on the indigenous group the anim als’ spirit m ight be assigned to one o f  the directions and/or 
have special aptitudes or abilities to survive in the world that should be em ulated.
10 D orothy Lee, F reedom  a n d  C ulture  (Harvard University: Spectrum  B ook , Prentice-H all, 1959), 63.
11 Is a form  o f  Skan  in this instance a transporter or em otive force.
12 N a g i is part o f  the individual and the source o f  Skan  em otive energy.
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Nagi is returned to the centre by the power o f Niyci. Once this process o f Nagi 

transformation is completed Niya returns to the Great Spirit from which all energy in 

the form o f Skan exists. The final aspect o f the human animal is the concept o f  twins. 

This is personality or emotions o f the individual consisting o f  a positive aspect and a 

negative aspect called the shadow (in Jungian terms) or trickster (in indigenous terms). 

The person is taught from an early age to pay attention to the trickster aspect or dark 

side o f  our personalities and o f  the world that has the power to trick us. By addressing 

and giving voice to the trickster it will educate us and give us positive gifts, which will 

help us to grow in a healthy way. We address the trickster because the world is the 

way it is because this is the way we are. In other words body, mind, spirit, and 

emotions represent the sixteen aspects o f Wakan Tanka (the great mystery).

The “big bang theory” 13 may be an analogous way to speak about and provide 

additional understanding o f  this worldview. The “big bang theory” suggests that our 

galaxy was created from an enormous explosion in space, possibly the explosion o f  a 

super nova; however we are not sure. This is Wakan Tanka (the great mystery, the great 

unknown from which all things are created). The molten debris is propelled into space 

(Skan, the emotive energy, force or power). As this molten debris is propelled it begins 

to cool forming stone (Inyan). The stones cool at varying degrees, have varying mass,

131. Sh llovsk ii and Carl Sagan, In telligen t Life in the U n iverse  (N ew  York: D e ll publishing, 1966), 133. 
A lso  see  G. Cajete, Ign iting the Spark le: An Indigenous Scien ce  E ducation  M o d e l  (Skyand, NC: K ivaki 
Press, 1999); and N a tive  Science: N atura l L aw  o f  In terdependence  (Santa Fe, N M : Clear Light 
Publishers, 2000); and P. Coutu and L. I-loffm an-M ercredi, Inkonze: The S ton es o f  T rad itiona l 
K n o w led g e  (Edm onton, Alberta, Canada: Thunderwonian Ethographics, 1999); C. Jung, M em ories, 
D ream s, R eflections  (N ew  York: Vintage B ooks, 1968); G. Spindler, ed ., D o in g  the E thn ography o f  
S ch oo lin g^ Toronto, ON: Holt, Rinehart and W inston, 1982); E ducation  a n d  C u ltura l P ro cess  (Prospect 
H eights, IL: W aveland Press, Inc., 1987); "Roots Revisited: Three D ecad es o f  P ersp ective ,” 
A n th ro p o lo g y  a n d  E ducation  Q u a rter ly  15 (1984): 3-10; “T he T ransm ission o f  Culture,” in E ducation  
a n d  C u ltura l P ro cess, ed., G eorge D. Spindler, (N ew  York: H olt, Rinehart and W inston , 1974); and G.
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and emit varying degree o f  electromagnetic energy that repel and attract each other and 

change the proximity and trajectory o f  the stones to a continual circular motion (Slccm) 

that we associated with the sun, moon, and planets that we know o f  in our galaxy -  the 

M ilky Way. It is the negative and positive attraction that creates the circular motion 

(like a hoop) o f  the whole in a balanced and harmonious way (the interrelationship 

between Inyan, Skan, W i) that creates Malta (earth).

W hen we shift our focus to earth, we see a condensing atmosphere filled with 

electromagnetic energy (Skan) that creates thunder, lightening, and rain (Wakinyan), and 

winds (Tate) which we call natural weather phenomena that are influenced by the 

positive relationship o f  the sun (W\) and particularly the negative relationship o f  the 

moon (Hanwi). The interrelatedness between the sun and the weather conditions are 

seen to be harmonious and not contentious; however, the moon and stormy weather 

conditions are seen as a negative interaction that causes discord or contention (Unk). For 

example, we know that the m oon’s electromagnetic force has an affect on tides and it is 

not uncommon for people to say, when their lives are in disarray or there is a noticeable 

number o f  unusual events, there must be a full moon tonight. This illustrates the 

interrelatedness to the above and below.

The condensing atmosphere filled with electromagnetic energy (Skan), amino 

acid and gene pools creates organic life. W ater and plant life provide an oxygen and* 

food environment that sustains and nurtures an emerging organic life. Ina inaka, our 

earth mother, is an expression o f the intimate positive relationship (nurturing and

Spindler, and L. Spindler, “R ev iew  Essay: T he Case Studies in Education and Culture From  Cradle to 
G rave,” A n th ro p o lo g y  a n d  E ducation  Q u arterly  14 (1983);72-80 .
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sustaining) between M aka and Skan. As the above and below are related so are humans 

related to all living life that possesses Skan (even rock) and emanates from the same 

creative force, Skan. Therefore we are intimately related to all living things and as such 

we must respect these other life forms that can teach us how to live in this shared 

environment. Respect also implies a responsibility to protect these other life forms so 

that we m ay all survive (interrelatedness). As an example, plant life is essential for 

cleaning and creating the air we breathe; therefore we have a responsibility to care for 

and protect plant life for the survival o f  all organic life. In this sense plants are friends 

that have a particular essential role in helping us to survive in this environment and if  

we want to survive plants must survive (a cyclic intra-relationship o f  kinship).

In the fourth world Skan is expressed as Niya, that electromagnetic force that 

animates the human being; the driving force that radiates from our thoughts, actions, 

emotions, and deeds; and that produces positive and negative energy that influences 

Skan. In Dorothy Lee’s study,14 Dakota men saw themselves as people who related to 

every aspect o f the universe, and their primary concern was to experience, understand 

and enhance this universal relatedness through hardship, privation, and great pain 

(ceremonies) whose ideal is humility, peace and harmony with all. The Dakota were 

responsible for all things, because they were related to all things. On one level this 

meant that all behaviour had to be responsible, since its effects always went beyond the 

individual. To be was to be responsible, because to be was to be related; and to be 

related meant to be responsible. “The corollary o f this postulate o f relatedness, even o f 

oneness, with the universe, was that the self was, or became eventually, co-extensive

14 Dorothy Lee, F reedom  a n d  C ulture  (E nglew ood  C liffs, NJ: Prentice-H all, 1959), 59-69 ,
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with the universe” 15; to serve the people was to serve oneself. One stood in humility, 

knowing that one did not occupy a special place, yet was humble without cringing, 

without loss o f  spirit.16 These understandings are translated into living in the world. The 

world is and the central concern is surviving in the world in a balanced and harmonious 

way that serves and protects all living things.

15 L ee, 62.
16 L ee, 67.
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The natural phenomena o f the cardinal directions are significant as determinants

o f how to survive in the w orld.17

The W est ( Wiohpeycitci) is black; the direction where the light 
goes down symbolizes wisdom. As we approach the end o f 
our light we gradually realize that it is our own decisions that 
decide how and what kind o f  life we will live and that our 
actions can protect or harm. Wakinya, the power that emerges 
from thunder and lightening, may also be seen as the Black 
Eagle. A Thunder being or Thunderbird was the black clouds 
that constitute the thunderstorm and seem to fly toward us, 
usually from the west. As it approaches, we can see 
lightening and hear the thunder that can bring floods and 
lightening strikes and has the ability to bring fear to the 
individual. It has the power to destroy. It also has the power 
to bring life-giving rains that cause things to sprout and grow 
and in this sense it is the preserver and creator o f  life. In 
human terms this twin aspect as destroyer and creator may be 
interpreted as a transformation process where the old way o f 
being dies to the creation o f a new way o f being (vision quest, 
or fasting for some, is one o f  the ceremonies for this 
understanding and process).

The North ( Wciziycitci) is the place or land past where the pine 
trees grow, synonymous with the Arctic and an Arctic front 
that moves down from the north bringing cold, snow, and 
freezing air that has a destructive power. This destructive 
power is seen as a snow monster that promotes the need to be 
aware, to be vigilant, to be careful, to be prepared, and to 
protect ourselves from the cold Arctic air. The positive aspect 
is that o f being the teacher and as a coping metaphor. It 
teaches us ways o f  coping with the extreme cold and Arctic 
winds. As the numbing air invades our physical being, it 
activates coping mechanisms to think and reason and thereby 
to know about ways o f coping with these kinds o f  situations.
These energized coping mechanisms are viewed as the 
positive aspects o f  Waziya in that they teach us to prepare in 
advance for the cold winters that experience has shown us do 
actually exist and will approach as the leaves change colour 
and frost appears. It is also a teaching metaphor for dealing 
with negative human behaviour. The buffalo’s survival tactic

171 have illustrated m y ow n  quest in each o f  these directions and have used these four paintings as w ays  
to encourage the reader to orient to the direction and its focus. In addition, I have added cop ies o f  m y ow n  
photographs o f  H aw k and illustrations o f  Crow  for the sam e reason.
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is to confront Waziya head-on to survive the cold, freezing, 
Arctic winds. The buffalo has its own kind o f coping 
mechanism to face the wind. It has a special kind o f  fur that is 
thickest around its head, hump, shoulders, and down its 
frontal area. This protects the buffalo from the Arctic wind. 
The buffalo is a m etaphor for our own survival. Like the 
buffalo, we must learn to face into the harsh, cold, stinging 
winds o f criticism, envy, jealousy, disapproval, 
condemnation, rejection, and so on. We can survive if  we live 
decently, with honesty and face directly into these storms. 
Doing things, actions, our talk, and thinking, move us 
towards a better way o f reasoning and as our reasoning 
improves so does our honesty and thereby we move closer to 
understanding. It is a metaphor o f  action not resignation. The 
colour for this direction is red, the colour o f  courage and o f 
spirituality. The pursuit o f  a spiritual path (the red path) 
requires a tremendous amount o f courage. Its twin aspects are 
honesty and courage to understand delusions, illusions, 
falsehood, misrepresentations, misunderstandings and 
misinterpretations and the courage to act in an honest way.

The East (Wiyoheyapata) is the direction from where the light 
comes and the colour is yellow. It is the light that takes us out 
o f  darkness, which illuminates our understanding. It takes us 
from unawareness to awareness for those who seek to 
understand. As the sun rises it is the metaphor for the gradual 
process o f awareness. This is an awareness that all things are 
related and we have a responsibility to do no intentional harm 
and that our actions (physical, mental, spiritual, and 
emotional) can create harm as well as peace and harmony.

The South {Ito kcigata) the place from where the spring, the 
summer, and the powers to grow that nurture us comes from. 
The colour is white. It is the place that nurtures our 
understanding that we as people depend on to survive. It is 
the place where we grow in knowledge o f  how to keep our 
nurturing connection with our Mother, the earth. It is the 
medicine world that can be used to heal if  used appropriately 
and to destroy if  used inappropriately and without the proper 
training and knowledge. Inipi (sweat lodge) ceremonies are 
the way we renew our understanding, healing and 
connectedness to the four worlds. It is the lodge that brings 
together the four worlds and evokes the powers o f  the six 
directions.
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When we consider the sacred hoop (Cangleska waken), energy is translated as 

power emanating from the cardinal directions. W hile the meanings o f colours may be 

different, depending on which indigenous group one encounters, and have a variety o f 

meanings or power, for the purpose o f  this journey, six directional colours are used -  

blue, yellow, white, black, red and green. Blue is the colour o f  Father Sky (Makiyah ate) 

or what we call the Universe and the spirit world. Yellow (Zi zi) is the power o f the East 

( Wiyoheyapa oitye) and refers to awareness or illumination; white (Ska) is the power o f 

the South (Itokaga oaye): nurturing, the Southern axis o f  the Sun. The power o f  the 

W est ( Wiyopeyata ouye) is black (Sapa), transition or change, and the power o f  the 

North ( Waziya ouye) is red {Slut), courage, especially the courage to act. Green is 

M other Earth (Ina maka) that provides for all o f  those who walk softly with respect upon 

her. She provides all the natural things we need to survive on this earth walk. As one 

travels around the hoop from the East there is awareness, which is nurtured in the South 

to facilitate change in the W est and the responsibility to act in the North. The experience 

o f acting creates a new awareness that is nurtured to facilitate change and the 

responsibility to act again. So the journey continues as we seek to become. We are 

guided by our Grandfathers’ Spirits (upward) and our Grandmothers’ Spirits 

(downward) that require us as people to look inward, look outward, look backward, and 

look forward to our becoming human beings that respect and are responsible for all 

living things on our earth walk and do no intentional harm cognitively, physically, 

spiritually, or emotionally.

I attempt to capture a sense o f these converging (twin) powers o f creation and 

destruction with protectors in the metaphors o f  the Crow and the Hawk. The Hawk is
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the protector o f our spirit (Niya) and interconnection to our origins (Nagi) while the 

Crow is the trickster that creates and destroys. Trickster plays a central role in the story 

o f  Crow and Hawk moments in educational experiences, and the meaning o f  trickster 

unfolds throughout the text. The English word “Trickster” is wholly inadequate to 

portray the meanings Trickster holds for Indigenous peoples in North America. For 

some, trickster is a doing rather than a being.18 The stories and understanding o f 

trickster vary within different Indigenous cultures and take on different meanings such 

as enchanter, absurd prankster, teacher, or shape shifter; he often takes on human and 

animal characteristics.19 In Radin’s study,20 trickster is found amongst the ancient 

Greeks, the Chinese, the Japanese, the Semitic peoples, and Aboriginal tribes. The 

trickster is creator and destroyer, who dupes others and also dupes himself. The 

trickster is viewed as willing nothing consciously, constrained to behave on impulses 

over which he has no control. The trickster “ .. .possesses no values, moral or so c ia l... 

yet through his actions all values come into being. Trickster is primarily an inchoate 

being o f undetermined proportions, a figure foreshadowing the shape o f  man.”21 The

18 See Gerald V izenor, “F ollow  the Trickroutes: A n interview  with Gerald V izcn or” in S u rv iva l this Way: 
In terview s w ith A m erican  Indian P oets, ed., Joseph Bruchac (Tucson: U n iversity  o f  A rizona Press, 1987), 
287-310; and J. Bruchac, Tell M e a Tale: A B ook A bou t S to iy te liin g  (N ew  York: Harcourt Brace, 1997).
10 See Terry T afoya, “C o y o te ’s Eyes: N ative C ognition S ty le s ,” J ou rn a l o f  A m erican  Indian E ducation  
22. 2 (1982): 21-33; and Janice A cco o se , “Past Halfbreed: Indigenous W riters as A uthor o f  Their O wn  
R ealities,” in L ooking a t the W ords o f  o u r P eo p le: F irst N ations A n a lysis o f  L itera tu re , ed. Jeannette 
Arm strong (Penticton: T heytus B ooks, 1993), 27-44; S. M iller and M. Frederick, “U ses  o f  Metaphor: A  
Q ualitative Case Study,” Q u a lita tive  S tu d ies in E ducation  1. 3 (1988): 263 -2 7 2 ; S. Pugh, J. H icks, and M. 
D avis, M eta p h o rica l W ays o f  K now in g: The Im aginative  N ature o f  Thought a n d  E xpression  (Urbanda,
IL: N ational C ouncil o f  Teachers o f  E nglish , 1997); S. Pugh, J. H icks, M . D avis, and T . Venstra,
B rid g in g  a  T eacher's G u ide  to  M e ta p h o rica l Thinking  (Urbanda, IL: N ational C ouncil o f  Teachers o f  
E nglish, 1992).
20 For another interpretation o f  trickster see  the study com pleted  by anthropologist Paul Radin, The 
T rickster , (London: R outledge and K egan Paul, 1956); H. N orm an, T rickster a n d  the F ain ting B irds 
(N ew  York: G ulliver B ooks, 1999) and Ratsoy, E. “M etaphors in T eacher Evaluation, P o licy  and 
Practice: A ch iev in g  Greater Understanding w ith M ultip le Im ages.” C anadian  A dm in istra tor, 36. 8 
(1997): 1-12.
21 Paul Radin, preface p, x.
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trickster possesses these traits and many others and so do the figures and animals 

associated with him like Raven, Coyote, Hare, Spider, Crow and so on. I use trickster in 

the metaphoric sense o f  imagination, who at certain periods in history and time gives us 

his picture o f the world and o f himself. In another sense, trickster depicts one’s struggle 

with oneself and with a world into which one has been thrust without one’s volition and 

consent. I acknowledge the inward and outward looking and connection with archetypal 

principles in what C.G. Jung calls the shadow22 and suggest that some teachers are the 

other figures o f  the plot connected with trickstemess.

I use the Hawk as the metaphor to distance m yself from the emotions and 

remembered experiences o f  the stories; The Hawk is the source o f  Yumni wi (feminine 

power). The Hawk, like the Eagle, rises above adversity and looks inward, looks 

outward, looks backward, and looks forward. The analogy would be that as we travel 

our path o f  becoming, the Hawk flies above our journey; Niya (spirit) and Nagi (soul) 

are the intraconnections between the Hawk and ourselves that looks inward and 

outward. As we walk our life path, our earth walk, the Hawk sees where we have been 

(looks backwards), can see where we are (the present) and can see where we are heading 

(looks forward). W hen we are faced with the harsh, cold, stinging winds o f  criticism, 

disapproval, condemnation, or rejection (shaming), she (Yumni wi) warns and renews 

our spirits so that we can cope. She renews our understanding o f  responsibility, respect, 

and harm ony that we need to survive and to face directly into these storms with 

humility, without cringing, and without loss o f spirit.

22 For exam ples see  A nthony Storr, The E ssen tia l Jung: S e lec ted  a n d  In tro d u ced  b y  A nthony S to rr  (N ew  
Jersey: Princeton U niversity Press, 1983); Carl G. Jung, M an a n d  H is S ym b o ls  (N ew  York, A  W indfall 
B ook , D oubleday and Com pany, 1964); and C.G. Jung, A n a ly tica l P sych o lo g y  Its T lieo ty  a n d  P ra c tice  
(N e w  York: V intage B ook s, 1968).
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I invite you to join me on my journey of 
becoming. I ask that you leave your 
preconceptions behind as we travel the 
sacred hoop that guides our becoming.

Becoming

I would like you to go to that place where you take tim e for yourself, where you 

relax, that place where you have those quiet moments, and imagine these words, 

pictures and feelings as we journey together.

In the solitude o f my nest, seated in m y Lazy Boy, from the recesses o f  memory 

I rewind the video-m emoir o f  my lived experience in formal education.23 

Unconsciously, I am probably editing a version o f  m y living in the world; the natural 

editing24 o f those buried moments and feelings o f  life o f a grandfather’s experiences. 

As I replay those memories,251 select the starting point o f the story, the story line, the

23 “For these are stories that orient the life  o f  people through tim e, their life-tim e, their individual and 
corporate experience and their sense o f  style, to the great pow ers that establish  the reality o f  their world, 
[where] consc iousn ess is m oulded by the sacred story to w h ich  it aw akens, and in turn it finds expression  
in the m undane stories that articulate its sense o f  reality” Stephen Crites, “The Narrative Q uality o f  
E xperience,” Jou rn a l o f  the A m erican  A cadem y o f  R elig ion , v. 39 . 3 Sept. (1971): 295 and 297; “The 
A esth etics o f  S e lf-D ecep tion ,” Soundings, vol. 62 (1979): 107-129; and G. Esland, The C onstruction  o f  
R ea lity  (B letch ley , Bucks: The O pen U niversity Press, 1971).
24R ecollections are not sim ply  a process o f  the head but detailed scenes that are very v iv id  in m em ory  
Stephen Crites, “The Narrative Q uality o f  E xperience,” Jou rn a l o f  the A m erican  A ca d em y o f  Religion, v. 
39 . 3 Sept. (19 7 1 ):3 0 0 -3 0 1 .
25 For a general d iscussion  and an attempt to bring together the sc ien tific  research from  a variety o f  
perspectives on autobiographical m em ory see  D avid  C. Rubin, ed., A u to b io g ra p h ica l M em ory  (N ew  
York: Cam bridge U niversity  Press, 1986). For the purpose o f  this d iscourse I use B arclay’s thesis from  
the above noted text, “that m ost autobiographical m em ories are reconstructions o f  past events ...m u st  
con vey  p recisely  and honestly  the autobiographer’s intentions; they need not, in fact cannot, con vey  an 
accurate record o f  the past, The events reported m ust be p lausib le and consistent, not veridical” (11). B y  
autobiographical m em ory I m ean significant m em ories o f  o n e ’s ow n  life  experiences. “A s such they can 
be used both to recount the past and to teach lessons for the future. The intim ate association  betw een  
m em ory and narrative arises from  this urge to use the past to instruct present and future g e n era tio n s ...  
[as] a resource” John A. R obinson, “Autobiographical M em ory: A  H istorical P rologue,” in D . Rubin ed., 
A u to b io g ra p h ica l M em ory  (N ew  York: Cam bridge U n iversity  Press, 1986), 19 and 23 . A lso  see  Eva 
H offm an, L et M em ory  Speak. (T he N e w  York T im es B ook  R eview , 23 Jan 1994); C. D avies, Reflexive  
E thnography  (London, UK: R outledge, 1999).
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plot line, and the end o f  this story o f  a lived experience. There are no surprises, only a 

search and a re-searching for the underlying meanings o f  moments in tim e that shaped a 

lived life. The whining sound stops. The video clicks at the beginning o f my 

memory. The story plays forward. The black screen appears with indescribable 

sounds followed by lines of light, the visions of my unclaimed memory. Sounds, 

smells, feelings bombard my senses as the first images begin to appear to these 

grandfather eyes. I press the fast-forward, to get past those memories that are not 

part of this story at this time. A public grade school emerges. It is the ominous two- 

story rust brick building, across the street from the Church, where I spent my primary 

school days. An architectural edifice, probably o f the thirties and forties, similar to 

others that dotted the educational landscape o f Ontario. The dirt recess-yard, with the 

wooden telephone pole in the middle, surrounded by a concrete retaining wall topped 

with a wire-mesh fence. Now I wonder, where is the barbed wire? That fence! The 

symbol o f  my bounded freedom and other ways o f knowing. I wondered why that pole 

was in the centre o f the boy’s playground because it served no purpose -  it always got in 

the way o f  “murder” (dodge) ball games. The mixed ancestries o f Irish, French, Italian, 

and M ohawk children dutifully lined up at the sound o f the bell that Sister Michael 

Joseph (a pseudonym) clanged incessantly at the entrance to the school to marshal the 

untrained minds for the beginning o f  the school day.

I see the rectangular shape o f  the classroom, with the ‘in’ door and the ‘out’ 

door, the girls’ entrance, the boys’ entrance, the rigid straight lines for the girls to the 

left o f  the door and the boys on the right, the neat rows o f  desks and Sister Michael

R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.



Joseph dressed in her black habit, restraining the boys with her wooden pointer from 

entering the classroom until the girls are seated.

There is a blur! The video rewinds! I have no control o f  these images! Images 

o f an earlier time: I see another nun, a dirt road, and a grey stone gothic looking 

building. There is no sunshine, only a grey ominous sky just before a storm; it’s the 

orphanage in Quebec! I hear another bell that marshals my indigenous brothers to the 

boys’ door, a buried image is evoked.

The video fast-forwards to that moment o f entering the classroom. Not a 

word is spoken, not a sound made as we walk like robots to our designated places. I am 

there, a transmigrated26 being in my child-self, walking dutifully to the fifth desk in the 

third row. Sister Michael Joseph is standing at the front o f  the classroom in front o f the 

oak desk, pointer in hand, checking to see if  we are all seated and looking at her, ready 

to receive the instruction for the day. I think o f the pointer, the arbiter o f our prescribed 

behaviour! Her voice resonates within me, “We are going to do art today for the open 

house tomorrow.” I couldn’t believe my ears. W e’re going to do art! The passion o f 

my fledgling life! I was so elated; I could hardly contain m yself until I remembered the 

pain o f the pointer. All I heard was the word ART. It reverberates in my head! In my 

whole being! The dash to the supply room and the gathering o f  drawing material is a 

blurred vision. I shape shift between the visions, emotions and feelings from a 

grandfather looking back to becoming my child-self seeing a painting o f  a winter scene

2f> W hen I use the word transmigrated I am attem pting to capture in words b ecom in g that child  again w ith  
the feelings, em otions and senses o f  those m om ents o f  experiences -  becom in g  part o f  the v ideo  replay -  
not sim ply  v iew in g  it. T his re-liv ing changes the gram m atical tense as I shape-sh ift from  lived  
experiences o f  the grandfather writer, the re-lived  experiences as an adult, and the re-lived  experiences as 
a child , R. L evy, “S e lf  and E m otion,” Jou rn a l o f  the S o c ie ty  o f  P sych o lo g ica l Anthropolog)> E thos Fall 2.
3 1983: 128-138.
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where a house is in the centre o f a field. The fields, the house, the roadway and 

walkway and the roof are covered by several days o f  snow. There is white smoke 

coming out o f  a chimney and a yellow glow coming from the window. I paint the sky 

red and blue, but mostly red, and blend the colours in a streaking fashion to represent 

those cold winter days in the country when the sun is rising and the night sky is fading.

I reflect these colours on the snow and the house. As I ’m finishing the painting the 

teacher who has been visiting each child’s desk checking our progress arrives at my 

desk. She grabs the picture from my hands and asks me in a loud voice, “W hen did you 

ever see a sky like that?” and walks away with my picture. I am devastated! I feel 

humiliated as the other children’s cowed glances survey the commotion. Sister Michael 

Joseph never said another word to me for the rest o f  the class. I see the following day, 

an open house and all the children’s art displayed. I don’t think my picture will be 

displayed but I’m curious and go to look at everyone’s art pinned up around the room.

I’m surprised. M y painting is hanging at the front o f the class and Sister M ichael Joseph 

and a lay teacher are talking about it. Sister Michael Joseph is telling the other teacher 

everything that is wrong with the picture, particularly the sky and how she changed it.

The other teacher liked the picture and said, it reminded her o f  her grandparent’s farm 

house and how the colours reminded her o f how cosy and warm the house was on a cold 

w inter’s day. Sister Michael Joseph laughs, and said, “The purpose o f  the exercise was 

to draw straight lines and a simple picture o f geometrical forms!” I see m yself head 

down tears welling up in m y eyes. I hear a voice from my youthful past: “D on’t you 

cry!” I quietly walk from the room unnoticed, resolving never to be treated like that 

again. I don’t see anyone else, just the long walk home, my hands in m y pockets,
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kicking a rock and returning to the empty house o f  m y adoption -  another domicile o f 

illusion. I enter the solitude o f  m y room and escape into art.

In my grandfather’s memory, I can’t locate any other art classes in primary 

school. I wonder, have I buried them in the deepest recesses o f  my memory? As I 

linger in those visions o f humiliation, the video rewinds, I have no control, the 

pictures blur past to an earlier time when at five, or maybe it was six, I sat in 

another row of desks in another classroom -  in the orphanage. I sat there with my 

“savage brothers!” We were called savages in those days, amongst other things. I had 

my “face slapping lesson” meant to teach me what to attend to in that cloister o f 

salvation. The words o f the other children still resonate with me -  D on’t you cry! It was 

our silent resistance to those moments o f  abuse. W ith my grandfather’s mind, I construct 

this epitaph o f  the lived moment:

Not My Sham e

I re m e m b e r  the  w ire  fence  
1 r e m e m b e r  the  boy I w as  talking to 

I r e m e m b e r  the  feel of the  hand grabbing my sho u ld e r

I r e m e m b e r  spinning around 
I r e m e m b e r  the  feeling of the  s ting on my face  

I r e m e m b e r  the  sound of the  slap

I r e m e m b e r  the  feeling in my back 
I r e m e m b e r  the  head snapping back 

I r e m e m b e r  the  feeling of my body hitting the  ground

I r e m e m b e r  the  Nun s tanding over  me 
I r e m e m b e r  he r  d isgusted  look 

I r e m e m b e r  h e r  tw is ted  face

I r e m e m b e r  the  sound of h e r  sc re a m in g  voice
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I r e m e m b e r  h e r  pointing finger 
I r e m e m b e r  feeling som eth ing  lost

I don't r e m e m b e r  my language

W hen I think about it now, as much as I tried, I could not attend to the lessons. I 

closed o ff “Their W orld” and buried m yself in drawing. I endured the inevitable 

punishment for not completing tasks, the threats that I would be held back from 

progressing with my classmates, and that I would not be able to participate in art classes 

with the other children. I see the elation o f  that primary school child overwhelmed with 

the prospect o f  doing art again, a prospect denied for so long, that I wonder about the 

purpose o f  education. I think about that child’s joy  shattered by demands for cultural 

conformity, which drew me back into those moments o f humiliation, punishment and 

silencing.

The video fast-forwards to another moment o f schooling. In high school, I 

tried again and took an art class. It seemed that it did not matter what project I handed 

in, the drawings or the paintings were appreciated but the fonn and composition were 

never right. I would start with a partial mark in the 90s and end up with just a pass 

because I did not comply with a prescribed view o f  composition. There was no attempt 

to validate or to take that raw talent and develop it. It was always “This is the 

assignment!” “ It’s due on this date if  you want to receive a mark!” Through my 

grandfather’s eyes, it was another experience o f  what I now name as shaming. I never 

did take another art class. I remember, at first, that I was eager to leam, then learning 

became a struggle to maintain some dignity. I learned not to expect much from
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teachers. I do not remember ever seeing those paintings again. I continue still to draw 

today, as a self-taught artist.

I realise now that I could not visualise those simple perspective exercises and 

practical drawing assignments without putting them in some broader context. The forms 

were lifeless and had little meaning to me. I guess I was not supposed to be thinking 

that in grade four. Looking back, I find m yself seeing these experiences as an example 

o f  educational shaping that attempted to separate me from m y direct knowledge o f the 

world and to replace it with a conceptual lens o f constructs and theories o f  prescribed 

knowing. M y cycles o f  institutional shaming continued, the prescribed process o f 

gaining acceptability that attempted to smother my innate talent, m y ways o f  knowing 

how to do things beyond instruction. As I re-lived these moments o f  a life lived, I see 

now that these were moments on my journey o f becoming.

The video fast-forwards to the first day o f school for my twin granddaughters. 

“W e’re going to real school now, grandpa!” the girls exclaim in unison. “Oh! Is that 

so?” I reply. I see Paige, standing in front o f m e with her hands on her hips, swaying 

from side to side, and a confident look on her face “W e’re grade oners now, grandpa!” 

“Hmm” I reply. “Kindergarten, that’s for babies!” chimed Britni. “W e’re going to 

school like you grandpa!” They could hardly control their excitement. “Even when 

you’re old you can go to school, eha, grandpa?” “Yes.” “Do you like to go to school, 

grandpa?” asked Paige. Before I could answer, Britni interjected, “W hy do you like to 

go to school?” “Because I am learning things I don’t know” I replied. “Like the time 

you took us to find red willow?” asked Paige. “You remember, grandpa, when you 

taught us how to walk across the slippery logs, by looking up and putting one foot in
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front o f the other, to keep our balance, and Paige fell” said Britni. “Yah, but I w asn’t 

hurt” retorted Paige. “Do you still remember?” I asked. “You were only two when we 

did that!” “Yesss!” “Remember, grandpa, red willow is really special in the sacred 

pipe!” “Could we go and find some more red willow?” asked Britni. “But first w e’re 

going shopping, with grandmaaa!” exclaimed Paige. “W e’re going to get school 

supplies!” “Can we look at hats and shoes too? “New school shoes and hats, I can’t 

wait,” said Paige. “Ask grandma” I said. O ff they ran to the kitchen to see grandma. I 

could hear them bombarding her with questions: “Can we look at shoes, and hats?”

“Can we buy those markers that smell?” “When are we going?” “Grandma do you 

know where I put my coat?” “Can we go to McDonalds, you know the one with the 

play slides?” “Can we get a backpack like grandpa?” “Can grandpa take us to school 

on M onday?” “Grandma can w e ....” Can we this and can we that? I m arvelled at the 

way my wife patiently and calm ly fielded the questions in a loving and compassionate 

way.

After shopping everything had to be placed just so in the backpack in readiness 

for school on Monday. The day ended with hugs and kisses and a caution from Paige. 

“D on’t forget grandpa, you have to pick us up early because we don’t want to be late for 

school on the first day.” “ I’ll remember,” I replied. As I re-live that moment, what 

elation, excitement, and chaos as the girls got ready for a new adventure -  they were 

“grade oners” now.

When I picked them up on M onday morning, they were standing by the curb 

waiting for me. The girls were a curious sight, these tiny frames with backpacks 

bulging to the point o f bursting their seams, jum ping up and down when they saw my
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van turn the com er onto their street. The trip to the school was a short drive with 

constant chatter about what the day would hold for these grade oners. We parked in the 

designated parking spot for dropping o ff students. The girls clambered out o f the 

vehicle. I was struck by the presentation o f the school, its appeal. The tan stucco facing, 

not the dirty brick factory-like structure o f my youth; there was no fence, just open 

spaces and a well-appointed playground adjacent to the school. We entered the school 

through the front door not the side door, nor the boys’ door, nor the girls’ door. Nor 

was there the clanging o f the school bell. Yet as we approached the main door, holding 

hands, each girl on either side o f me, I felt a tension in their grip; I wonder now if  it was 

my tension as I remembered my own first day in prim ary school. The long, lonely 

fifteen block walk to school. No grandfather, father or m other holding m y hand as I 

approached the domicile o f learning. I guess in those days you were expected to find 

your own way to school. The girls and I were greeted by teachers at the front door and 

directed to the classroom. Yet I think there was an apprehension and I was glad I was 

there and that the experience suggested that things had changed, a hope that things 

would be different for my granddaughters.

T he video fast-forw ards. The girls are in grade three now. They are not elated 

to go to school. I wonder what happened to those hopes, that promise that things would 

be different. Paige is most unhappy and Britni goes through the m otions and does what 

is required. W hat happened to that spirit for learning? W here I once watched those 

fledgling Hawks on our discovery trips for red willow, I now see them growing only 

Crow feathers. I am filled with dread; with Hawk eyes from m y experience I see their
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past, the elated grade oners, their present, the disenchantment with learning, and I 

imagine their future ,27 as a reproduction o f my own journey.

27 Stephen Crites, “T he Narrative Q uality o f  E xperience,” J o u rn a l o f  the A m erican  A ca d em y o f  R eligion, 
v. 39 . 3 Sept. (1971): 301,
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The Crow and the Hawk28

As I thought about m y childhood experience with education, I was transfixed by 

the moments o f  humiliation. I became that child again, immersed in the feelings o f  my 

savaged spirit, held motionless by that piercing action o f  others. I see Sister Michael 

Joseph scurrying down the corridors o f  the school with her habit billowing out in the air 

from her rushed movements and I see the Crow -  the scavenger o f  the lived world! The 

intruder into our lived space. The one that knows no boundaries! The one that intrudes 

into our lived experiences! In the midst o f  these feelings o f  malaise and reliving the 

teachers’ conversations - 1 see the Hawk! Seldom seen or heard by most. The protector 

o f our being, swooping down, restoring m y diminished spirit (Niya). W hen I remember 

the budding artist, I see a fledgling Hawk sprouting Crow feathers o f  culturally 

prescribed knowing, form, and shaping plot lines. My primary, secondary and post­

secondary education silenced my possibilities o f  writing a different story. As I draw 

back and view the landscapes o f  those classrooms, I wonder, “W here are the Haw ks?”

28 B irds have an ancient m ythology and m ysticism . In m ost societies, anim als w ere v isib le  signs o f  
inv isib le  forces; this w as especia lly  true o f  birds. Legends, folklore, and m ythology  are filled  w ith w inged  
creatures that touched hum anity in m any w ays, (T. Andrew s, A nim al-Speak, St, Paui: L lew ellyn  
P ublications, 1996). A lso  see Hal Zina Bennett, S p irit A nim als a n d  the W heel o f  L ife: E a rth -C en tered  
P ra c tices  f o r  D a ily  L iv in g  (Charlottsville: H am pton Roads Publishing, 2 0 0 0 ). In the north, C oyote, 
B eaver, and W olverine jo in  R aven and Crow in oral tradition as tricksters. Trickster is not just a jokester  
or m agician, but can present h im se lf in such realm s as love and education. Trickster m ay be the em otive  
force behind the m an w ho cannot control his lust, or m ore benign ly, the one w ho teaches another how  to 
exalt in life and find beauty in even  the m ost com m onplace things, Paul Radin ( The T rickster  London: 
R outledge and K egan Paul, 1956) describes the Trickster as creator and destroyer, w ho dupes others and 
also  dupes h im self. The Trickster w ills nothing consc iously  and behaves on im pulses over w h ich  he has 
no control. He know s neither go o d  nor evil yet is responsible for both, H e is said to not p o ssess values, 
moral or socia l consc ien ce , yet through his action all values com e into being, In particular, C row  (in  
A lgonquian  stories) is som etim es seen  as a th ie f (intruder in the life o f  m an), a helper for trickster and 
trickster h im se lf against w hom  a com m unity rails, and in so  doing d iscovers its o w n  reliance and 
protective sk ills, (H oward Norm an, T rickster a n d  the F ain ting B irds, N e w  York: G ulliver B ooks, 
Harcourt Brace, 1999). A lso  see  L ew is Spence, M yths o f  the N orth A m erican  In dian s  (Toronto:
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As a grandfather, I wonder what other primordial knowledge was silted over by the 

identities prescribed by others? Is it the shaping over, the smothering conformity that 

buries our living in multiple worlds, that silences our possibilities? I worry about my 

granddaughters and, what silencing are they being subjected to?

As I imagine m yself as the grandfather Hawk soaring for a vision o f the 

curvature o f the earth, I still feel the tugging restraints o f Crow on my tail feathers. As I 

look back with Hawk eyes to those lived experiences, in a perverse w ay I find that those 

o f  us who have these experiences are still part Crow and part Hawk, positioned between 

the identity socialised through educational story lines and the Hawk m oments o f re- 

storied dignity. Could I ever know the Hawk without the experience o f  the trickster 

Crow, the teacher o f  a way o f  being that contrasts with the m oments o f  the Hawk?

The Crow and th e  Hawk

Crow had a n e s t  in which s h e  laid two eggs. Far a day a r  sq sh e  s a t  an the  eg g s  ta  ha tch  
them, but than  she  grBW t ired  of this and w ent off to hunt food fur  herse lf .  Day a f te r  day 
p a s se d  but Craw did na t  re tu rn ,  and every  morning Hawk flew by and saw  the  eggs  with 
no one t h e r e  to keep them  warm.

Dne morning Hawk said to herself ,  "Crow who owns th is  n e s t  no longer c a r e s  fo r  it. 
Those eg g s  should not be lying unw armed. I will sit  on them  and when they ha tch  they 
will be my children."

For many days Hawk s a t  Dn the  eggs  and Crow never  ca m e  to the  nes t ,  Finally the  eggs  
began  to hatch. Still no Crow cam e. Both little ones  ha tc he d  out and m o th e r  Hawk flew 
about  getting food for  them. They g rew  la rg e r  and l a r g e r  until the i r  wings becam e  
s t ro ng .  Then m o th e r  Hawk took them  off the n e s t  and show ed th em  how to  fly.

About th is  time, Crow re m e m b e re d  h e r  n e s t  and s h e  ca m e  back to it, She found the  
eg g s  ha tched  and Hawk taking c a r e  of he r  little ones. Hawk w as  on the  ground, feeding 
with th e  young crows,

M cC lelland and G oodchild , 1914); R. Bartel, M etaphors a n d  S ym bols  (Urbana, IL: N ational C ouncil o f  
Teachers o f  English , 1983).
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"Hawk, w hat  do you think you a r e  doing?" cr ied  Crow.

"I am doing nothing wrong," Hawk said.

"You m u s t  r e tu rn  th e se  young c row s  you a r e  leading around."

"Why?"

"Because  they a re  mine," Crow replied.

"To be su re ,  you laid tjie eggs,"  Hawk said, "but you w en t  off and left them . There  w a s  no 
one to sit  upon them  and keep them  warm. I ca m e  and s a t  upon the  n e s t  and ha tched  
them. When they w e re  ha tched  I fed them  and now I am showing th em  how to  find the ir  
own food. They a re  mine and I shall not r e tu r n  them  to you."

"I shall take  th em  back," Crow th rea tened .

"I shall not give them  up. I have worked for  them. Many days I w ent  without food sitting 
th e r e  upon the  eggs. In all t h a t  time you did not com e n e a r  your nes t .  Why is it th a t  now 
I have done all th e  work to ha tc h  and ra i s e  them  you want them  back?

Crow looked down a t  the  young ones.  "My children," she  said, "com e with me. I am your 
mother,"

But the  young ones  answ ered ,  "We do not know you. Hawk is our  mother ."

At last, a f t e r  s h e  saw  that  s h e  could not make the  little c r o w s  com e  with her ,  Crow said, 
"Very well, I shall take this m a t t e r  to Eagle, th e  King of the  Birds, and  let him decide. We 
shall s e e  who ha s  the  r igh t  to th e se  young crows."

"Good," said  Hawk, "I am willing to go and tell the  King of th e  Birds about  this."

And so  Crow and Hawk and the  two young b irds w en t  to s e e  Eagle. Crow spoke first.  
"When I r e tu r n e d  to my nest ,"  she  said, "I found my eggs  ha tched  and Hawk taking 
c h a rg e  of my young ones, I have com e to you, the  King of the  Birds, to  a sk  th a t  Hawk be 
requ ired  to r e tu rn  the Children to me,"

"Why did you leave your n e s t? "  Eagle asked Crow.

To th is  question, Crow gave no reply. She simply bowed h e r  head  in silence,

"Very well, Hawk," Eagle said, "how did you find this n e s t  of eggs?"

"Many t im es  I flew over the  nes t  and found it empty," Hawk replied, "No one ca m e  f o r a  
long time, and so  I said to  myself, 'The m o th e r  who made this n e s t  can  no longer  c a r e  
for  th e s e  eggs.  I shall be  glad to ha tch  th e s e  little ones. '  So I s a t  on the  n e s t  and 
w arm ed  the  eggs  until they  hatched . Then I w ent about gett ing food fo r  the  young ones.  I 
worked h a rd  and taugh t  th e m  to fly and to find food for  them selves ."

"But they a r e  my children." Crow in te rrupted .  "I laid th e  eggs."
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Eagle glared a t  Crow. "Wait f a r  your tu rn  to  speak," he said s ternly ,  and then  tu rn e d  
back to Hawk. "Is th a t  all you have to say, Hawk?"

"Yes, I have worked hard  to  ra i s e  my two young ones. J u s t  w hen they a r e  able to c a r e  
fo r  them selves ,  Crow c o m e s  back and a sks  to have them  given to her. It is I who w ent 
without food for  days  so  a s  to  s tay  on the  n e s t  and keep the eg g s  warm. The b i rd s  a re  
now my little ones. I do not wish to give them  up."

Eagle thought a few m om ents ,  m utte r ing  aloud to himself: "It s e e m s  th a t  m o th e r  Hawk 
is not willing to r e tu rn  the  young ones  to m o th e r  Crow. If m o th e r  Crow had tru ly  wan ted  
th e s e  young ones ,  why did she  leave the  n e s t  for  so  many days, and now is demanding 
th a t  they be given to h e r?  In t ru th ,  Hawk is the  m o th e r  of the  young ones  b e c a u s e  sh e  
went without food while she  w arm ed  and h a tched  them  and then  flew about  sea rch ing  
out th e i r  food. So now they a r e  h e r  children."

When she  hea rd  this.  Crow app roached  c lo se r  to Eagle. "Oh, King of the  Birds," s h e  said, 
"why do you not ask  the  young ones  which m o th e r  they will ch o o se  to follow? They a r e  
old enough to know th a t  they  a r e  c row s  and not hawks."

Eagle nodded his head and tu rned  to the  young ones, "Which m o th e r  will you c ho ose?"  
he asked.

Both young Crows an sw e re d  toge ther :  "Hawk is o u r  m other .  She is the  only m o th e r  we 
know."

"No!" cried Crow. "I am your only mother!"

The young c ro w s  then  said to  her: "Yqu abandoned us in the  nes t .  Hawk ha tc he d  u s  and 
took c a r e  of us  and she  is o u r  mother."

"It is sett led,"  Eagle declared .  "The young ones  have chosen  Hawk to  be the i r  m o th e r .  So 
it shall be."

At this, Crow began  to weep.

"It is u se le s s  to weep," said  Eagle. "You abandoned  your n e s t  and it is your  own fault 
th a t  you have lost your children. It is the  decision of the  King of the  Birds th a t  they  shall 
go with m o th e r  Hawk."

And so  the  young c ro w s  s tayed  with Hawk, and Crow lost  h e r  c h i ld re n .29

29 http://w w w .indians.org/w elkei/crow haw k.h tm  N ativelit@ earth link.net, I have contacted  the 
adm inistrator o f  this w ebsite to ge t perm ission to use this poem . It is rare to find a written story about 
hawk; h ow ever she is understood to be a protector in oral traditions. T he Crow is o ften  seen  to be either a 
c lo se  associate o f  the Trickster and som etim es the trickster h im se lf  or herself, C row  is notorious for 
shirking her/his responsib ility  and interfering in the natural developm ent o f  people.
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If I never saw the Hawk how would I know the Crow? W hen I think o f  the 

Crow I remember lying in the grass in the “big sky country” musing about the clouds - 

clouds you could almost touch. In this solitary place, in the tranquility o f  the rainbow of 

colour, I imagine birds, and ships, and elephants only to have these images scattered by 

the caw o f  the Crow. As I look from the images o f  the clouds, I see one Crow, then two, 

and three, and then four basking in the sunlight with their crescendo o f  cawing breaking 

the moment o f  imagination and creation. Crows, the intruders in this lived experience, 

have forever etched and shaped the memory o f  that tranquil moment and changed its 

possibilities.

The video rewinds to another moment in primary school.

I ’m in primary school. For the next class I’m to read a chapter out o f 
the French reader to the class. I’m excited about doing it because I ’m 
adopted into an Irish-French family and know I could get a lot o f 
help at home to prepare for the task. I studied for several days with 
the help o f  my adoptive family and could almost say the chapter 
without reading it. I ’m standing in front o f the class and start to read.
I’m interrupted by the teacher and told that I have pronounced the 
word with the accent in the wrong place. Throughout the whole 
reading the teacher continues to correct me as I read. Each time I’m 
interrupted the reading becomes progressively worse. I feel like 
closing the book and returning to my desk, but deep within me I 
wouldn’t let her win. I’m so embarrassed. I finish the reading and 
return to m y desk. I close the book and vow never to open it again 
and to find ways to avoid ever having to read aloud.

W hat should have been a moment o f accomplishment was stolen and 

transformed into a shaming experience that continues to trigger those memories and 

feelings every time I have to read aloud from a written text. In my childhood I refused to 

read or speak French ever again to protect my dignity. The impact was so significant 

that when my adopted m other talked to me in French, although I understood what she
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said, I would never answer in French but acknowledge her in English. This episode 

changed forever the possibility that I would learn French in a home or school 

environment as a child.
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I hear the screech o f  the Hawk. M y eyes are drawn to a faint speck within the 

clouds, transfixed with the delta dive, swooping, gliding, the ascent and the ever- 

widening spiral dance into the heavens. The moment o f creation, o f imagination, o f 

broadening vision, a timeless connection (Nagi) to the spirit (Niya) to the heavens and to 

the earth (Makci). The moment that restores the spirit! A balance! The harm ony o f 

becoming human!
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The Crows are masters o f  illusion, “shape shifters” o f  culturally prescribed 

knowledge, keepers o f  all “sacred laws” o f  cultural conformity, ecological scavengers o f 

non-conformist carcasses.30 Yet Crow knows no other way than the role o f the trickster 

that hides deeper understandings. The Crow is the teacher for those who wonder, or 

those who look for a deeper meaning o f  appropriateness in relationships other than those 

indicated by the prescriptions created in human culture. The Crow ’s voice awakens one 

to issues that seem out o f harmony, out o f balance or can be felt as negative human 

behaviour (Wiohpeyatci) that merge light and darkness, seeing both inner and outer 

reality.

30 “D evelop in g  responsib le se lf-d iscip line is not difficult, but it cannot be done in a so c iety  in w hich  
equality is perceived as sam eness and conform ity. Sitting B ull, look ing  w ith disdain at the w hite m an’s 
educational sty le , remarked that “It is not necessary that eag les be crow s,” in V ine D eloria , Jr., Spirit and 
Reason: The V in e  D eloria, Jr., R eader (G olden, Colorado: Fulcrum  P ublish ing, 1999), 51; R ed  Earth  
W hite Lies, G olden , CO: Fulcrum  Publishing, 1997; see  also G o d  is R ed: A N a tive  View o f  R elig ion  
(G olden , CO: Fulcrum  Publishing, 1994); Geertz, C. The In terpreta tion s o f  C ultures. (N e w  York: B asic  
B ooks, 1973),
“From  the N a tiv e ’s Point o f  V iew : On the Nature o f  A nthropological U nderstanding,” in M ea n in g  o f  
A nth ropology. Eds., K. B asso , and H. Se lby  (Albuquerque, NM : U niversity  o f  N e w  M ex ico  Press, 1976).
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For those who wonder, the Crow is the shape shifter o f  old realities and o f becoming 

your future self.

W hen 1 think o f  the Hawk, guardian o f  our spirit, messenger o f  the sky, protector 

and visionary with keen eyesight that teaches us to soar, to swoop, to glide upon the 

currents, to ascend in an ever-broadening spiral into the eye o f  the hurricane o f 

becoming. She teaches me o f  Niya the power o f  my capacity to perceive, receive, and 

use my abilities. The shrillness o f the H aw k’s call pierces the state o f unawareness 

( Wiyoheyapcita), and asks one to seek a deeper and broader understanding o f the 

guardianship o f  the spirit. The red tail is symbolic o f  the guardian responsibility for the 

protection o f childhood visions, empowerment and fulfilment (Ito kagata). It is tied to 

the archetypal forces that teach beauty and harmony in moderation and holds the key to 

higher levels o f consciousness (Makpiyah ate and Ina maka). The red tail reflects an 

intensity o f  physical, emotional, mental, and spiritual energy. It is the catalyst, 

stimulating hope and new ideas, honouring stories and reflecting a need to be open to 

the new, showing ways to help teach others to be open to the new. The H aw k’s cry is a 

sign to beware or be aware, o f  these responsibilities. She is the messenger o f our “Earth 

W alk”, the “Red Road”, archetypal connection to our grandfathers (Tankashilah) and 

grandmothers (Unci) -  the restorer o f  our spirit. I remembered the naming, the coming 

home, the Seneca and Sioux people(s) who accepted this “mixed blood” as a brother. I 

remember m y ordeal, my crying for a vision (Hanblecheya) and the dance w ith Hawk.
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That piercing eye that penetrated m y being, Ncigi and Niya  directs m y journey, 

my wondering about shaping. I began to realise that the experience I named shaming 

suppresses explanations o f  being that consider power relations, racism, abuse and 

poverty and it underpins the symptoms o f a more deeply rooted institutionalised social 

shaping. It silences other ways o f  knowing and attempts to limit our possibilities. I now 

see racism and abuse as manifestations o f “ institutionalised shaming,” the underlying 

mechanism o f  shaping that covers other ways o f  knowing and impoverishes the spirit o f 

the fledgling Hawk. Those Hawk moments become buried beneath the Crow feathers o f 

prescribed knowledge.
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The Crow’s Nest

I’ve returned to the nest o f the Crow. I am older now, more Hawk than Crow. I 

wonder about shaping, that happens in “educational” contexts, shaping that threads story 

lines o f conformity into my process o f becoming, smothering other ways o f  knowing 

and our fledgling possibilities. How do we re-store and re-story Hawk moments in the 

institutionalised process o f education?33 As I struggle to find the words, to paint the 

picture, the Crow emerges as the remembered rejections o f composition, as the authority 

o f conformity to prescribed presentation, burying the creative metaphors that reach 

inside and outside, and connect to Hawk moments. Yet I find solace in the metaphors 

and stories o f  others. The telling, honouring and remembrance re-stores those Hawk 

moments that bring meaning to a life lived. My video-m emoir rewinds to my meeting 

with Asiniwaciaw Iskwew.

M y Cree name is M ountain Woman (Asiniwaciaw Iskwew) and my Sioux name 
Shunka Wakan Skawin. Ia m  a fluen t Cree speaker and writer and a proud  
descendant o f  Poundmaker. M y grandmother was a good medicine woman who 
taught her gifts to my fa ther and one o f  his brothers. I  am on the healing path  
and exploring all the different parts o f  my historical ethnic background. I  have 
fo u r  grown children and seven grandchildren.

We smudged in her way; the air was filled with the sweet smell o f  sweetgrass 

and as I watched her smudge I see the day we went and picked that sweetgrass. W ith 

Hawk eyes, as I think about that day now, the picking, smudging, and the talking were 

the inter-connected moments in the living and the telling o f  a life lived. They were

33 See the E pilogue for a d iscussion  o f  narrative inquiry and storying.
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moments o f preparation for the telling o f  a story from the heart. The setting o f  the 

moment for respect, responsibility, reciprocity, reverence, wholism, inter-relatedness, 

and synergy o f  storytelling. As I re-live the moment o f  the picking, the long drive to an 

ancestral land, sounds o f drumming from the CD player, the shedding o f  the trappings 

o f the city, I become immersed in the feelings, the knowing, excitement, and longing for 

this ancient rite. 1 smudge and make my offerings for permission to participate in this 

sacred act, for meditation, for re-enactment, and for re-discovery that there are more 

important things than punching clocks, competing for status, and gathering wealth. It is 

hard work in the broiling sun and yet the day has serenity about it. The feel o f  the grass, 

the smell o f clean air, the icy taste o f  the cold water from the underground spring and 

the sounds take me to another place. A place o f tranquility. There is hardly a word 

spoken, it is about M other Earth and our connection to our primordial being. It is about 

learning and feeling that connection again, not just picking sweetgrass. It is about living 

and living things and relationships and shared experience.

As I reminisced, the video fast forwards. I understood this moment o f 

smudging was different, another temporal moment o f understanding that positioned me 

in a ritual bonding as brother and sister, a kinship, a remembrance. M y attention was 

drawn to the braids o f the sweetgrass, the braiding together o f  mind, body, and spirit.
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I ’m immersed in the scent, the enveloping smoke, the doing, the act o f 

conditioning attentiveness to this moment o f disclosure and separateness o f  other 

thoughts and other mindfulness. It is a moment o f bringing together o f  our minds, 

bodies, and spirits in a braid o f  respect, honour and protective strength for each other. It 

is an eternal bonding o f  story, experience and becoming human beings. As these 

thoughts were swirling around in m y mind, she started her story.34

Um.. I  went to boarding school when I  was seven ancl a h a lf years 
old. I  was picked up by Indian Affairs and taken to ..um.. boarding  
school, my mother was able to come with me. And she stood a t .. 
[sigh]., at the bottom o f  the stairs while .. [voice breaks].. I  was 
taken kicking and scream ing into th e .. [pause]., up the stairs into 
the building. I  knew dat she was leaving me..uh. I  bit the principal, 
..uh..on the hand, .. [sniffle].. I  guess dat was .. um ..[sniffle]., dat's  
one thing, I 've  always been .. always been kind o fp ro u d  o f  dat at 
least I  fough t all the way to ..um.. to this place, [sniffle] um.. After 
that I  had nightmares most o f  my..[sniffle].. um.. life ..um.. as soon 
as I  ..um.. as fa r  back as I  can remember fro m  dat boarding school 
experience I  had nightmares all the time, [spoken very rapidly with 
virtually no pause between words], [sigh] But I  also use to 
have..uh..id}., a dream o f  a white horse all the time and I, I  use to 
dream o f  snakes crawling all o v e r .. [sniffle]., all over me and then 
..um .. but these were two different dreams, they weren 't in the same 
dream, [spoken very softly][sigh] But then I ’d have nightmares and 
then I 'd  ..um ..I started shutting down after about six months in the .. 
[spoken very softly].. in the boarding school and I  stayed shut down 
most o f  my adult life right through my whole life I  guess. Shut down 
m y feelings, shut down everything and ..um.. we were told not to 
speak our language, not ..[longpause] ..um.. [sigh]., that anything 
..[deep breath]., that had to do with being Native was a handicap 
and dat was something dat had to be overcome ..[pause]., the more 
you ..re..repressed it the more you changed ..uh.. to being non- 
Nat ive, the more you were ..uh.. ..uh.. a

34 A sin iw aciaw  Isk w ew ’s story w as tape recorded, transcribed by m e and returned to her for verification  
and acceptance by her. I attem pted to capture her vo ice  and feeling. I m ade no attempt to edit or present 
her words in E nglish  grammar. 1 w anted to honour her w ords and v o ice . 1 also  had the text exam ined by  
Dr, A . Palm er, a linguistic anthropologist w ith regards to form  and she stated the form  w as appropriate 
for the d iscip line. W hat was m ost gratifying was A sin iw aciaw  Isk w ew ’s com m ent that it really sounded  
like she w as speaking.
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success, you were deemed a success ..[spoken softly] .. there was a 
lot o f .. [longpause]..[spoken very softly]., physical violence 
associated with this..um.. from  the nuns and to..[long 
pause]..[cough]..to.. ..uh.. to re-enforce these rules.

I  read a lot, it was my way o f  ..uh.. dat was my way o f  escaping  
..[sigh]., my life was to read a lot and I  still do, dat was one good  
thing I  guess dat came o f  this life. And then fo r  about six  
m onths...two months out o f  the whole year I  went back to my my 
..tth.. reserve at home and I  was still able to maintain my language 
right through ..uh.. ..[pause]., right through ..uh.. ..um.. it seem ed  
dat the more you, they ..[pause].. figh t I  mean not figh t but the more 
you  oppress native people the more the ..[longpause].. I  guess, its 
passive resistance to change or to assimilation, you ju s t keep on keep 
..uh.. hanging on to these things dat you have had because these 
things are life, you understand dat they are life, even as a child I  
remember asking questions that ..[sniffle]., and I  was told these were 
life fo r  us, fo r  native people and dat this was something ..uh.. in the 
school experience something dat had to be ..[pause].. Dat had to be 
..uh..uh.. endured or dat had to happen because it was law fo r  us to 
go to school we didn V realise everybody has a choice o f  where to go  
to school, we ju s t figured  dat this was something and this was .. I  
was the third generation to go to boarding school. M y grandfather 
was in boarding school, my mother was in boarding school, and I  
was in boarding school and when you ’re in boarding school you  
have no experience o f  being a parent so there is no, no dat's three 
generation o f  no ..uh.. ..[pause]., o f  trial and error., o fparenting  by 
trial and error ..um.. so I, I  ..uh.. passed on a lot o f  the ..uh.. 
dysfunctionality I  learn by living in two worlds and two langu ..[deep 
breath]., because its ..uh.. I  passed on a lot o f  ..a lot o f  what I  
learned to my kids. Umm.. one o f  them was ..and there's no, no 
experience with parenting and there is also no experience with being 
with ..uh.. in a social environment with the opposite ..uh.. sex, we 
were segregated and any, any kind o f  ..um ..[pause] .. any kind o f  
..um.. um.. communication between the two was forbidden. So there 
was no experience at all to start ..uh.. ..uh.. to relate to a man and  
then when I  went home my parents were separated so there was no 
experience there either. In relating to a man ..[sniffle]., so that when 
I  did have that freedom  I  didn V know how to handle dat either and  
then ..[deep breath]., and I  d id grow up in a violent home.

Uh.. when I  was small I  remember running o f f  to the bushes with my 
grandmother ..uh.. because they were ..uh.. people drinking at my 
house . . .a t  my house and my brothers and sisters would pass ..uh.. 
[pause] .. would pass ..uh.. bedding out the window and we would  
make a bed in the bushes ..[sigh]..id}., and take my ..our grandmom
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out there and come in fo r  fo o d  when we had to ..[softly 
spoken]..[sniffle].. and moving again, and because there was no 
experience, I, I  saw ..uh.. ..uh.. ..um.. I, I  ended up in a relationship  
that wasn 't healthy fo r  me and I  was ..uh.. addicted to those kinds o f  
relationships fo r  a long time in my life until I  began my healing  
process. M y kids have also been .. uh.. have had that learned  
behaviour o f  addictive relationships ..[sigh]., [spoken ve iy  softly] .. 
and they, they 've started their healing process too now since I ’ve 
..[pause]., started. And they d idn't realise dat the relationship dat 
they were being ..uh.. getting into ..uh.. were the same types. They 
hated that in me until I, I  changed, and then they started changing  
too.

So school was vety ..uh.. regimental ..uh.. it was a shameful 
experience because you were taught never to be in ..uh.. dat your  
culture was ..uh.. was worth shit, your language was forbidden, your  
..um.. your ..um.. spiritual experience was ..[deep breath]., was evil. 
D at the only way to .. in order., fo r  salvation was to .. and dat 
salvation was fo r  an after life you d o n ’t know exists and you  were 
taught as a little girl that ..um.. dat experience, dat ..um.. experience 
you have with a creator is an evil thing and the only way to change .. 
to save yourself, was to reject all dat you were ... at home evety thing 
dat you loved you had to reject, [sigh] And dat included .. uh..furr.. 
because you couldn't differentiate between the ..um.. philosophy and  
..uh ..[pause]., and the person, at lot o f  times dat meant ..ta.. 
rejecting the person that taught you dat philosophy that was 
shamefid o f  course. So ... I  and you coiddn 't change that love you  
fe lt fo r  those, those people who taught you your Native background  
at home and then you were taught at school that you have to reject 
that, dat is evil because you  were going to burn in hell fo rever and  
..[pause]., and at that time there was a big, big ..uh.. ..uh.. ..uh.. 
mass hysteria about attack from  Russia ..[smile and jo v ia l voice]., 
and they use to scare the kids at school like you could die at any 
time, like the the planes could come at night ..uh.. and ..uh.. wipe you  
out, right now! And i f  you don 't straighten up and start thinking like 
you, you could burn in hell forever, tomorrow, like starting  
tomorrow i f  ..uh.. like so there was kindda o f  choose now! Today! Or 
..ah., be lost forever it could be tomorrow, it could be r ig h t.. like the 
apocalypse could come tomorrow and you have to do your ..uh.. 
make your choice right now! And you have to do the penance f o r .. 
you also have to do penance fo r  the way you use to live .. you  live 
..ah., when you are eight years old like telling you things like that 
was so awful. Um ..And these were Catholic ..um.. nuns that were 
telling us, Catholic teachers, Catholic priests. There was some 
people, ..[pause][sniffle]., there was girls that disappeared ..uh.. 
..um.. during the day, to like to the p r ie s t’s room ..[sniffle]., and the
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nuns, like they would go through the nuns, they askecl the nuns to 
send these two girls and the nuns would send them off. We d id n ‘t 
know like ..um.. we thought they were being rewarded fo r  something.
I  don 't know what happened ..ah.. ..[longpause]., [the voice was 
vety subdued]., they would c o m e .. they got a lot o f  extra ..um.. 
..[longpause]., privileges and extra ..uh.. trips ..uh.. extra ..uh.. 
candy and s tu ff ..[long pause]., and they, they never shared what 
their experience was they ju s t hung around in a clique together and  
they were the ones that got all ..[sniffle]., the ..um.. ..[longpause]., 
good stuff.

But my ..um.. there was so much teaching that I  missed out o f., with 
my grandmother. M y grandmother was a medicine person, we went 
.. when I  was small I  use to go on herb, herb ..uh.. rides with her, 
when on a wagon with my grandpa sometimes we would go to the 
sandhills, sometimes we would go to the swamp, sometimes we 
would go to the fo res t but it was always fo r  digging up roots, fo r  
picking .. um.. medicines and dat and dat really ..[sigh].. I  associate, 
..[voice breaks].. I  associated that with evil so I  never learnt what I  
was suppose to learn. That was my legacy, I  was suppose to learn 
dat, as the oldest person. There was ..uh.. in my fam ily, my, my, 
..[pause]., and there was a white horse that use to come to me in my  
dreams, and there was a white horse my grandma use to keep on the 
south wall all the time, a beaded horse that had been in our fam ily  
fo r  generations ..[sigh]., because I  rejected that ..um.. teaching she  
gave that horse to someone else fo r  safe keeping, she said, someone 
will come and get one day. [sigh] And I  fo rgo t about that white 
horse in my dreams until about ..um.. a couple o f  years ago and now  
1 have been exploring that dream since then, [deep breath] But I  
d id n ’t even remember about that white horse or the dream until I  
started learning about ..um.. the., the horses in, that are represented, 
that represent the directions in the Native ..uh.. ..uh.. worldview and  
white horse is from  the south, the one that nurtures, the one that 
keeps you safe ..uh.. So I  guess that horse was there fo r  me to ..uh.. 
at a time when my life was in chaos, [sigh] my life has been in chaos, 
most o f  life, I  learnt to repress my feelings ..[softly spoken] [a ].. 
when I  became an adult I  chose an abusive relations, I  married into 
it, I  ..uh.. left eventually, but I, I  was still drowning my sorrows, my 
my feelings, stuffing my feelings through smoking, drinking, and then 
one day I  ..uh.. I, I  was paralysed, 1 went into the hospital paralysed  
..[pause]., my fam ily  came into the hospital and told me what are 
you doing laying down. What are you doing laying there! M y cousin 
told me, he says You come home and heal. I  said Wayne, [not the 
researcher] H ow ! and he said, I  send ..uh.. my brother to come and  
get you tomorrow, he said, You come home and heal. So the next 
day his brother come and got me. I  was ..um.. I  had been., the
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doctors d idn 't know what had happened to me. M y fam ily  doctor 
was horrified. So when da., my cousin came and p icked  me up and  
..uh.. ..[pause]., to me to the reserve where they had ..uh.. Elders and  
my relatives. I  have .. I  am lucky to have so many relatives ..[sigh]., 
my relatives were there waiting fo r  me and everything was prepared  
fo r  the sweat lodge ..[spoken softly]., and everyone prayed fo r  me in 
the sweat lodge there was an Elder da helped me there, ..[sniffle]., 
and I  had to g e t .. uh.. I  had to go in to the sweat., with the .. on my  
elbows I  couldn ' t .. I  was paralysed from  the waist down. I  was 
suppose to go to four  sweats, I  h ea led .. I  started healing after the 
fir s t sweat by the third sweat I  was walking already ..[pause]., and I  
started ..uh.. a teaching jo b  up north and ..uh.. ..[long pause].. I  
started walking, ..[pause]., my fir s t step was ..uh.. everyone was 
invited I  was in ..uh.. f o r  supper and I  was invit ..uh.. I  started to take 
my fir s t step ..[deep breath].. ..[sniffle]..so my cousin had a big  
lunch ..uh.. big supper fo r  me and invited all my relatives and I  
walked in there on two., took my fir s t three steps into the room and I, 
I  fe l l  into a chair. Everybody was clapping fo r  me like crazy, like 
they do fo r  babies when they take their f ir s t step ..[laugh].. From  
then I  started walking, like I  was fa lling  into closets and s tu ff  
because I  couldn 7 control where I  was going at f ir s t and then 
..[sniffle].. I  had a garden, I ’d  run down stairs and wherever fe l l  in 
the garden I  would p lant something and that's where I 'd  stay until I  
came back in, then I ’d  ..um.. After I  started walking I  returned to my 
life o f  chaos and then I  lived that life fo r  a couple o f  years and then 
when I  did go in to my fourth  sweat then the spiritual healing came 
in. So that was a bonus. Everyone was praying fo r  my physical 
healing and then the spiritual healing was .. all., the bonus and  
..[deep breath].. I ’ve been on that journey fo r  quite a while now. I  
had ..uh ..[longpause]., my children are so happy with the change 
that they have started their healing process too and they have made 
a conscious effort to stop the cycles in their generation. I  guess I  
started ..um.. ..[pause]., recognising them in mine and because 
..[sniffle].. I  remembered when my mom tried to quit drinking, 
[pause] She ..uh.. couldn 7 understand why ..uh.. she wanted to quit 
drinking so bad and she couldn 7, she didn 7 understand the cycles 
and how enmeshment works. Like she would work on one but there 
were so many things involved in her life, she thought it was ju s t  a 
matter o f  quitting! [long pause] I  was lucky I  had a lot o f  teachers 
in my life. I  have been talking about my experience, with like 
education fo r  ..[sniffle].. I  guess from  .. although I  did go to school I  
went to boarding school and then I, I .. went to boarding school until 
grade nine and then when .. I  came out I  went to a regular school 
system ..[sniffle].. I  couldn 7 handle the freedom  o f  being in the ..ah., 
charge o f  my own life. I  had been institutionalised right to grade  
nine so ..[sniffle]., when I  went to grade ten in a in a regular school
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in ..cih.. North Battleforcl ..uh.. within a year I  was living with a guy.
I  d idn't know how to .. I  d idn't have that relationship ..[sigh]..
..[deep breath]., how to handle a relationship so it ju s t went really 
fa s t right away, so I  ended up ..ah., marrying tha.. a man and having 
kids and then .. it was a violent relationship and he wouldn ’t let me 
return to school. So I  ended up working ..[sniffle]., and then I  went 
..ta.. we separated, I  left him then I  went to ..ta.. u n iver .. in went 
back to ..[sniffle].. University, [very softly spoken] I, I  at one point I  
had, I  had gotten my ..[sniffle].. I  went to night school while I  was 
working and gotten my classes through night school and then I  did 
..uh.. then I  went to University. I  was still living that life o f  chaos I  
had ..um.. there were so many kids there! There were ..um.. six  
thousand I  think natives registered at that ..uh.. the University so 
there was always, i f  you  wanted to be in that life there was ..uh.. so 
many kids in town that you could ju s t make your rounds all day. 
[spoken softly] So I  ..um.. I  did manage to get a scholarship one 
year ..[pause]., that, I  was lucky there was a ..um.. there was a focus, 
they had a Native, a Native education program where they taught a 
lot o f  Native ..uh.. Native stuff. Native focus, Native in ..ah., 
curriculum teaching you  to fo cu s  on the different teach ing .. learning 
styles and teaching styles o f  Native people and da how to recognise 
that and how it i t ... teaching you that Native ... that kids fa il  
because they th ey 're n o t .. the teacher and the student are not 
connected they're .. uh.. have different teaching styles, they have 
different learning styles, so i f  they 're not connected den the child is 
not going to learn. I t 's  also a matter o f  understanding what is 
relevant to the ch ild ’s well-being so ..uh.. in order to understand  
what is important to them in their world, in their worldview you have 
focus on that and use that as ..uh.. use their knowledge base as a 
teaching tool. Rather than teaching them what you th in k .. or the 
majority of, o f  society. Listen to them you ju s t teach them what they, 
they want to know, teach them what they have to know, like in order 
to be functional, like the core subject areas but use their interests 
and your worldview as their interest and what they consider to be 
relevant. Use those as tools, as teaching tools to enlarge their 
knowledge base.

Um .. living in two worlds I  guess I  thought everybody had to do that 
because my parents and my ..uh.. grandparents they thought, like 
they were so ..uh.. acquiescent about me being taken away from  them 
and th e y .. it was so hard on both o f  us on all o f  us like, it was hard 
on me, and I  was third generation so that they had been through the 
experience, ..[deep breath]., my grandparents, my mom and then 
myself, so this was a way o f  life that was excepted. So they ... it was 
something that had to be ..uh.. ..uh.. that you had to live with, .. 
[sigh]., so you go to school you learn one thing and, and i t .. School
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work was easy fo r  me because I  read so much I  guess. M y mother 
read a lot and we learned to read, in my fam ily  there are about ..uh.. 
ten, ten kids out o f  those ten kids there are about seven o f  us that are 
avid readers we trade books by the boxes ..ah., even the ones that 
didn 't go to .. uh.. University. But ..uh.. so you keep going back, 
back and forth  between the two worlds and some how the, the ... you  
get the feeling  that what you learned from  the Native s tu ff  you  
learned from  my grandparents and the Elders ...[deep breath]... that 
is something you have to hide, but you need it fo r  life, but you have 
to hide it because its ..uh.. ..[spoken very softly].. no one wants to see 
in da White society, nobody wants to hear about it ..[sniffle]., and yet 
you understand that it is life giving fo r  you but you hide it so there is 
a shame base there that was built into us fo r  a long ,.uh ..from  the 
time w e're small, but you  also understand that you needed the 
education in order to get a job. In order to get out o f  that poverty  
you were living in because .. [voicefades away] .. because ... talking  
to that ..uh.. lady from  the violence centre yesterday about our 
childhoods ...W e  use to live right by the highway, I  said. There was 
a whole bunch o f  us kids running around and people, even from  the 
reserve use to drive by like, they would crane their necks from  one 
direction over to here where they could look into the window and  
right down to the ..uh.. until they could look into our house more 
because we d idn ’t have any curtains, I  told her. We were a side 
show  in our reserve and nobody ... none o f  the kids were allow to 
come and play with us in our, at our house because we were ... there 
was so much alcoholism in our fam ily  that they ..um.. kids were not 
safe to come to our house I  guess. She was telling me, that's the 
sam e as us but at least we had curtains, she said. We had plastic  
curtains that use to ... mom kept cutting them, they kept getting  
shorter until they can 't get any shorter, then you get a new pa ir  
[laughter]. But ..ah., so we were ashamed based ..uh.. in the 
educational system but we were still treated like that by our own 
community and ..[sniffle]., out o f  all o f  us like all ten o f  us there is 
..uh.. ..uh.. two that are .. [sniffle]., practising alcoholics right now, 
the rest have a trade they have always had a trade because we 
couldn't ..uh.. go anywhere but up! We had to hang in there to get 
out o f  that poverty we had to get our education, get a degree, get a 
jo b  and all my brother and sisters ... my mom died very young, she 
was only forty, forty-tw o when she died and our ... some o f  my 
brothers and sisters were still young and my grandmother took over 
the kids again. We all understood that we had to ..uh.. we couldn't 
depend on her, she was old, she was sixty already in her late sixties 
when she started looking after the kids and ..um.. she would never 
live forever. She couldn't live forever so we had ..[spoken very 
softly]., so we had to learn to be ..uh.. independent, we had to learn 
to ... and we always taught to be independent anyway because o f  the
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drinking situation we started changing roles fro m  an young  age. So 
we learned to adapt, we were resilient ..uh.. because we were 
survivors from  being in an alcoholic home, being in a boarding  
school situation we became survivors ..[deep breath]., the very thing  
that closes you up ..uh.. ..uh.. ..uh.. spiritually, and ..uh.. and ..uh.. 
heart wise that is the veiy  thing that helps you survive in the, in the 
education system to ..uh.. help you achieve.

When I  was ..um.. dragged up those stairs ..um.. in boarding school,
I  was thinking about boarding school, dragged up those stairs I  
didn 7 know a word o f  English. I  have ..um.. so right from  day one in 
the classroom I  learned to translate my thoughts from  Cree to 
English and then process my thoughts. So that was ..ah., something I  
had to do in order to learn, in order to because I  didn 7 want to ... 
there was one girl in the class that couldn 7 do it she was in that, in 
that ..um.. ..um.. kindergarten class fo r  fo u r  years before she could  
learn the language and I  didn 7 want to be stuck in there fo r  fo u r  
years so I  learned how to do it right fa s t and then I  kept it up right 
through. But most o f  the time especially when you start hitting ..um.. 
..um.. high school, they didn 7 have jun io r high, but when you start 
hitting high school you can ju s t ... there's total confusion. Why am I  
learning this, like you  have no use fo r  what they are teaching you, 
like why would I  use, why, why would people have to know, like 
..um.. how many people one king went to bed with, like in another 
country, and dates there were so many wars that were fough t and  
you had to know the dates. Like 1500, 1600 this war was fought, 
that war was fought ..[deep breath]., then I  remember sitting one 
time in history class they were talking about ..um.. Mesopotamia, 
and I  had such a hard time with that word, I  had no concept o f  where 
it would be ..like geography, modern geography I  had an idea o f  
what that was, but ..uh.. ancient places fo r  me like that ..and I  had to 
know that in order to pass grade nine. I  had no idea o f  where in the 
w orld it would have been anyway .. i f  I  had known the ... anyway 
why would have to know about that, it didn 7 make sense. And I ju s t  
couldn 7 understand about Pharaohs, what does that have to do with 
me [laughter] where they lived and what they did, but I  still 
struggled I  still knew that I  had to know that in order to pass. I  was 
only doing that, you know, because I  knew I  need my education in 
order to have a job. So you adapt, you keep adapting! A nd you keep 
adapting! You keep adapting, I  thought there was no other way, like 
..[sniffle].. ..um.. you don 7 question, boarding school, when you are 
brought up in an institution you don 7 question the way things are 
suppose to be and then I  had to take dramatisation in ..um.. grade 
nine. I  had to sit there fo r  an hour and pretend I  was a cap in a box, 
I  couldn 7 understand why, you know, why does that have to be like, 
a cap in a box fo r  me has no experie... I  have n o .. like., that is not in
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my ..um.. world. That's one example o f  how they could use ..um.. 
child experience, and that was way o ff  in left field , I  d o n 't ... and 
there was only one g irl that got o f f  that, why p u t thirty-five girls 
through that, ju s t one girl connected and that was in grade 9. And  
..um.. like today there is, there is some ..um.. some ..non ..um.. non- 
Native teachers in .. uh.. reserve schools, ..[sniffle]., but at least 
they're there, they, they can understand what the ..[pause]., 
worldview ..uh.. little bit and they ..ah., attend the cultural events 
they understand the powwow, the drum, singing what it means .. 
how important it is to Native people and they understand h o w .. uh.. 
important it is fo r  them to connect it is not as ..uh.. it is not as ..oh., 
can see o ff  the reserve, but in the reserve schools you  can see the 
non-Nat ive teachers really struggling to ..uh.. to ..uh.. understand 
that the kids ..ah., and I  think that i f  you have a lot o f  extra 
curricular activities in that, in that deal with the importance o f  
ceremony and dance fo r  Native people .. uh.. the teachers will be 
able to understand the spirituality that perm eates our whole ..uh.. the 
whole life style o f  Native people from  one end to another. A nd how  
everything is interact., interrelated and then ..the teaching comes 
easy, once you understand that then the teaching comes easy ..da.. 
..like.. ..uh.. i f  you have no contact with your students then you don't 
care ..like., you ju s t  teach them the way you were taught. You push  
your curriculum! T h a t’s all that is important is that curriculum is 
delivered by the end o f  the year, that contract is fu lfilled  that's it!

I  went to, I  went to school in a boarding school, my husband .. I  was 
in a boarding school my husband was in a day school on the reserve. 
The boarding schools were run by Catholic school system and the 
day schools run by an Anglican churches the difference was that the 
boarding schools taught the child to reject their ..uh.. Native ..uh.. 
..um.. ..[pause]., detribalize, that was the word it was, that was used 
in policies was to teach a child to reject their culture. The day 
schools taught the parents, involved their parents in the school 
system and taught them to ..um.. teach their children to reject., so 
they taught the adults to reject their chil.. ..uh.. ..[sniffle]., choose 
Christianity reject their culture ..[sniffle]., and teach the child so 
that there was ..ah,, fo cus on the child in ..da .. boarding school 
system and the fo cu s was on the parents in the day school system. I  
ended up with my husband who was in the day school system and I  
was in the boarding school system. M y husband ..[pause]., use to 
laugh at me, use to make fu n  o f  my grandma. M y grandma was a 
healer, she was a herbalist and ..uh.. my husband use to make fu n  o f  
my grandma, he use to call her the witch ..[sniffle]., and we had  
many figh ts over that because I  w on't ..um.. I  w on 't let him ..uh.. put 
down my grandmother like that. I  w on't let him make fu n  o f  her and 
sometimes they would escalate to a physical level, where we were
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slugging it out, b u t .. He was so totally ..uh.. convinced that being 
White was ..ah., was ..ah., better than being a Indian, in fa c t he use 
to make fu n  o f  the Indian culture, [sniffle] To this day my ..uh.. he, 
he started teaching my grandchildren that sweetgrass was ..um.. 
was, was, evil that it was something you don 't practice, he won 't let 
them go to powwows when they were ...until I  talked to my daughter,
I  says "You cannot ever separate your culture from  your ..um.. who 
you are no matter who tells you ” and now grandchildren are taught 
that, ju s t  because an adult tells you something doesn ’t mean that it is 
always right and now my grandchildren ju s t love pow w ow  music.
A nd but., he was ju st so totally, totally ..uh.. ..uh.. ..[spoken quietly]., 
been brainwashed, his mom was brainwashed and he was 
brainwashed, the day schools were so much ..uh.. effective in 
carrying out that detribalisation. Um.. because there was more 
abuse I  guess in ..ah., in .. ah., boarding school system so there was 
more passive resistance and, and i f  you ’re doing it in the community 
level and going right into the community it was more effective. 
Passive resistance is even though you ’re not overtly resisting  
anything you ’re ju s t ..uh.. just, ju s t  a c tin g .. uh.. it looks like you ’re 
accepting this policy, you will never accept it in your heart. T ha t’s 
ju s t like in the ..um.. same way with the ..um.. ..u m .... [pause]., lot o f  
these policies by Indian Affairs that were aimed towards ..uh.. ..uh.. 
..[sniffle]., making you ..uh.. assimilate! A ll these ... because we, we 
.. when you 're born Indian you 're born political I  think. You 're a 
political animal because th a t’s the way o f  life fo r  you  ..uh.. 
resistance is a way o f  life and i f  its passive you save your energy fo r  
the big figh ts  ..nu.. . .la ... But you hang on to what you have even i f  
you .. they think., or you act as i f  you 're accepting.
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ii

H e a r  m e , six  p o w e rs  o f thB e a r th  - 1 a m  y o u r  re la tiv e !
Give m e  th e  ligh t to  w alk  th e  s o l t  e a r th ,  a  re la tiv e  to  all th a t  is!

Give m e  th e  e y e s  to  s e e ,  th e  s t r e n g th  to  u n d e r s ta n d ,  an d  thB h e a r t  to  fee l, th a t  I m a y  b e  like you. 
W ith y o u r  e n e rg y  only c a n  I facB  th e  d a rk n e s s ,
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The Way of the Hoop 

The East

The East ( Wiyoheyapcita) is the direction from where the light 
comes and the colour is yellow. It is the light that takes us out o f 
darkness, which illuminates our understanding. It takes us from 
unawareness to awareness for those who seek to understand. As 
the sun rises it is the metaphor for gradual process o f awareness.
Awareness that all things are related and we have a responsibility 
to do no intentional harm and that our actions (physical, mental, 
spiritual, and emotional) can create harm as well as peace and 
harmony.

I walk the sacred hoop (Ccmgleska waken). From the East there is awareness, 

which is nurtured in the South to facilitate change in the W est and the responsibility to 

act in the North. The experience o f  acting creates a new awareness that is nurtured to 

facilitate change and the responsibility to act again. So the journey continues as we seek 

to become. W e are guided by our Grandfathers’ Spirits (Nagi Niya Tankashilah) and our 

Grandmothers’ Spirits (Nagi Niya Unci) that require us as people to look inward, look 

outward, look backward, and look forward to our becoming human beings that respect 

and are responsible for all living things on our earth walk and do no intentional harm 

cognitively, physically, spiritually, or emotionally. I m ake this journey by revisiting my 

own experiences and experiences o f  others through words, images, visioning, dreaming, 

and literature review.

As I re-visit, re-read and re-live the moments o f  Asinwaciaw Iskw ew 's  story, in 

many ways I relive my own. I think about my own “Earth W alk” the “Red Road” and
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my own healing journey. I think about her words that parallel m y experience: "Physical 

violence from  the nuns ...to re-enforce rules, Catholic ..um.. nuns that were telling us, 

Catholic nuns, Catholic teachers, Catholic priests, school experience was something  

that had to be endured because it was law, school was very regimental ... it was a 

shameful experience, ” and how we were both institutionalised. Our long journey back, 

to night school, working and then university. Yet carrying the memory o f  the "shame 

[that was] built into us. ”

With my grandfather’s eyes, I see in our stories that there was no place on our 

school landscapes for children or for families. These stories are microcosm s o f  people’s 

histories, the visible shaming o f  generations o f  children that contrasts with today’s 

larger educational context, one that expounds that educating is about meeting individual 

needs; yet implicit shaming continues to shape the context o f  embodied knowing. I 

thought about how, rather than surrender to this shaping, our bodies started to shut 

down, to resist, to become fragmented and we survived in our art and reading -  D on’t 

you cry! I thought about shared experiences where there was no opportunity to 

challenge the authority o f the Nuns; “You don’t question boarding school. W hen you 

are brought up in an institution you don’t question the way things are.” You live in fear 

o f  punishment without recourse. W e know now from numerous studies and testimonies 

to the Royal Commission on Aboriginal Peoples35 o f the conditions and treatment o f

35 R. Chrisjohn and S. Y oung, “T he Circle Game: Shadow s and E xperiences in the Indian R esidential 
School Experience” A R eport to the R oya l C om m ission  on A b o rig in a l P eo p les  (Canada, O ctober, 1994). 
Som e residential schools did not c lo se  until the 1990s, “former students concluded in a 1965 G overnm ent 
consultation that the experiences o f  the residential sch oo l w ere really detrim ental to the developm ent o f  
the hum an being” Aboriginal H ealing Foundation. The H ealing  has Begun  (Ottawa: A boriginal H ealing  
Foundation, A kaitcho H all in Y ellow k n ife , N T , 2002), 7; and M, B oldt, S u rviv in g  as Indians: The 
C hallen ge o f  Self-govern m en t (Toronto, ON: U niversity o f  Toronto, 1994). For a d iscussion  on  v io lence  
in public sch oo ls see  I. M acD onald , A D efin ition  o f  V iolence, Paper Presented to the Alberta T eachers’ 
A ssociation  (Safe and Caring S ch oo ls Steering C om m ittee, Edm onton, A B , Canada, 1997); and School
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children in residential and day schools and o f  the scapegoating from responsibility for

the treatment by some administrators and teachers o f  these institutions. Although several

statements o f  reconciliation36 have been given to indigenous peoples, the legacy o f  those

institutions persists to the present.

Throughout the reunion -  in intimate discussions in ‘healing 
circles,’ during the opening festivities, and in private 
conversations with other former students and outsiders -  they 
complained o f  the rigidity, the harshness, and the coldness o f 
life in a boarding institution operated by people who 
frequently did not appreciate or respect Indian ways. They 
bitterly recalled enforced attendance, non-Indian staff who 
denigrated Aboriginal culture and mistreated them, 
inadequate food and excessive chores, runaways and 
beatings, and, perhaps most persistently, the way in which 
their residential schooling experience at Shingwauk had 
failed to prepare them to be successful after they left school.
M any o f  the returned students spoke o f  wasting years and 
decades in alcohol, drugs, and violence before they managed 
to put their lives back together, confront the pain that had 
been driving them to harm themselves, and get on with the 
business o f  living. Unspoken was the knowledge that people 
attending the reunion were the ‘success stories’; among the 
absent were thousands who never overcame the pain and self- 
destruction.37

V iolence: A dm in is tra tive  L eadersh ip  in D ecision  M aking, (Edm onton, A B : U n iversity  o f  Alberta, 
unpublished D octoral Dissertation, 1998).
36 In 1999 the Departm ent o f  Indian and Northern A ffairs and several churches issued  a Statem ent o f  
reconciliation and acknow ledged their responsib ility  for the treatment and conditions o f  residential 
schools.
37 J.R. M iller, S h in g w a ttk ’s Vision: A H istory  o f  N ative  R esid en tia l Schoo ls. (Toronto: U niversity  o f  
T oronto Press, 1997), 7-8; see  also  L. B ull, “Indian R esidential Schooling: T he N ative  P erspective,” 
C anadian  Jou rn a l o f  N a tive  E ducation  18 Supplem ent (1 9 9 1 ): 3-63; C. H aig-B row n, R esistan ce  a n d  
R enew al: Su rv iv ing  the Indian R esiden tia l S ch oo l (V ancouver, BC: T illacum  Library, 1988); V. 
K irkness, S. B ow m an, F irst N ations a n d  S chool (Toronto, O N; Canadian Education A ssociation , 1992); 
D. M iller, C, B eal, J. D em psey, W. Heber Eds., The F irst O nes.'R eadings in In dian /N ative  S tudies  
(Craven, Saskatchewan: Saskatchew an Indian Federation C o lleg e  Press, P iapot R eserve, # 7 5 , 1987), and 
L. Shorten, W ithout R eserve: S to ries  fro m  Urban N atives  (E dm onton, AB: N eW est Publishers, 1991).
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Yet some teachers abdicate their responsibility for the conditions and treatment 

o f  indigenous students, characterizing the schools as providing a superior learning 

environment:

During the informal reminiscing on the first afternoon, a 
fonner missionary teacher spoke at length o f  what she 
regarded as the positive aspects o f Indian residential schools.
She suggested that boarding institutions had been selected to 
educate Native children because early missionaries 
recognized that the very best schools in the United Kingdom 
and Canada were private boarding schools. She spoke in 
patronizing language that assumed the superiority o f 
Christianity and European learning. Implicit in many o f her 
remarks was an apparent belief that the blessings o f  the 
Christian religion were such a boon to Native people that the 
residential school that was a means o f  promoting it had to 
have been a positive force.38

W ith Hawk eyes I see that we were taught to be ashamed. As fledgling Hawks

before schooling we do not recall a sense o f shame. I was shamed; we were shamed! I

thought about o f  how Asiniwaciaw Iskwew  knew who she was, knew her community

and the attempts o f  residential schools to re-shape her, and about her journey to recover

herself and her family. W hat is echoed by her story are the stories o f  countless others

who were given up, taken, and abandoned and who seek to be re-united to their families

and culture.39 Her story mirrors that o f some o f my experiences and o f  those o f  us who

were placed in foster care and orphanages.

The troubles m y siblings and I have suffered can only truly be 
understood in a cultural context, not just as a series o f 
traumatic life events but as a deep spiritual estrangement 
from the complex o f Sto:lo beliefs. As Sto:lo, we believe that

38 O ver the past ten years, in inform al conversations w ith distant relatives and c lergy  m any justified  their 
pedagogica l practices in terms o f  historical context, religious salvation  and m iddle class b e lie fs, J.R, 
M iller, Sliin gw auk's V ision: A H is to ry  o f  N a tive  R esiden tia l S chools  (Toronto: U n iversity  o f  Toronto  
Press, 1997), 8, A lso  see  M . Battiste and J. Barman, F irst N ations E ducation  in C anada  (V ancouver, BC: 
U n iversity  o f  British Colum bia Press, 1995).
39 S. Fournier and E. Crey, Sto len  fro m  O u r E m brace  (Toronto: D ou g las and M cIntyre, 1997).
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our ancestors continue to play a role in our daily lives. In our 
society, when you are ill or feeling discomfort, you are 
described as being “Indian sick,” which means that spiritual 
forces are at work in your life. In order to understand these 
forces, you must return to spiritual teachers. The elders 
believe the voices and spirits that non-native medical experts 
might diagnose as a profound mental illness are in fact an 
expression o f  the cultural estrangement so many o f  us 
suffered.40

W ith Hawk eyes I scan the images o f my primary school experience for trickster 

moments o f  meaning about my own “Indian Sickness.” I now wonder what the 

Grandfathers were telling me in the creation o f  that picture and why m y painting was 

placed at the front o f the class during the open house? I can see now the contradiction 

between the public humiliation and the displaying o f  my painting prominently at the 

front o f the class. In hindsight I can only imagine the reasons. Sister Michael Joseph 

liked the painting and thought it was worthy o f display? Perhaps in a subtle way she 

was apologizing and reaching out to make a connection she was unable or unwilling to 

do in a more formal way as the teacher? Or, maybe she was trapped in a culturally 

prescribed milieu that separated the child from the student and the student from the 

teacher. I wonder what the painting was meant to be. W ere the grandfathers speaking to 

me through art about silencing conformity without recourse and this future journey? I 

thought o f  Asiniwaciaw Iskw ew ’s words again, “Kids fail because they are not 

connected to the teacher.” As a child and adult that m oment o f hum iliation continued to 

build the wall o f  mistrust that we were never able to breach. That wall o f  mistrust o f 

teachers persists to this day even as an adult. I did not realize then, I was the student and

40 S. Fournier and E. Crey, 44.
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invisible as the child. I was to leam the role o f  the student41 in that moment o f 

humiliation. The Crow did not understand or value the picture and the emotions it 

evoked, the reciprocity was not there. I was the object o f  the lesson in two respects: on 

the one hand I did not complete the task o f drawing geometrical forms as was expected 

and on the other hand I was the object lesson for the rest o f  the class that if  one did not 

do as expected or directed they would be subject to the same kind o f  treatment.

The reasons why the picture was hung at the front o f  the classroom was a 

wonder for many years yet I now think I understand that trickster moment: As I 

visualise that picture hanging there I feel its gaze, not o f  that warm caring place on a 

cold w inter’s day but, a reminder o f  that moment o f  humiliation and the consequence 

for not conforming to the role o f the student. Anthropologist Jules Henry, in his analysis 

o f  American society, Culture Against Man, argues that the metamorphosis o f  the Self o f 

the student is essentially a mechanical one that is described as “white noise.” It is 

founded on the ability to leam  several things at once. The tones o f  the teachers’ voice, 

the ringing o f  bells, the posters invoking attitudes, and so on are messages that children 

pick up in the form o f background noise. This white noise permeates the system and 

results in the subtle and relentless ways that schools socialize children. It was in a sense 

a poster for the whole class and each day it hung there it evoked feelings and memories 

o f  that shaming episode habituating passive and submissive obedience to the authority 

o f the teacher.

It is argued by Sandro Contenta, and others that, “ ... that school metamorphoses 

the child, giving it a Self the school manage, and then proceeds to m inister to the Self it

^  Harry L. G racey, “Learning the Student Role: Kindergarten as A cadem ic B o o t C am p” in R ead in gs in
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has made.”42 Still being taught today in educational teachers’ courses, is John Locke’s

notion o f the nature o f the child as tabula rasa, that a child’s mind is like a blank tablet, 

upon which parents and teachers are responsible to write the appropriate social script on 

the child’s mental slate as they develop towards adulthood. W hat is essential to this 

notion was the manipulation o f  the child’s emotions. Locke writes as cited by Contenta, 

“Esteem and disgrace are, o f all others, the most powerful incentives to the mind, when 

once it is brought to relish them. If  you can get into children a love o f  credit, and an 

apprehension o f  shame and disgrace, you have ... put into ‘em the true principle.”43 The 

process for instilling the true principle is described by Horace M ann, as quoted by 

Contenta:

W hen a difficult question has been put to a young child, 
which tasks all his energies, the Teacher approaches him  with 
a mingled look o f  concern and encouragement; he stands 
before him, the light and shade o f hope and fear alternately 
crossing his countenance; and if  the little wrestler with 
difficulty triumphs, the Teacher felicitates him upon his 
success; perhaps seizes, and shakes him by the hand in token 
congratulation; and, when the difficulty has been really 
formidable, and the effort triumphant, I have seen the Teacher 
catch up the child in his arms, and embrace him, as though he 
were not able to contain his joy  ... and all this has been done 
so naturally and so unaffectedly as to excite no other feeling 
in the residue o f the children than a desire, by the same

i 44means, to win the same caresses ...

The children were to be loved into submission. Teachers would be able to 

control students with a glance, a gesture, or a tone o f  voice. This approach would help

In trodu ctory  S oc io lo g y , D . W rong and H. G racey eds. (N ew  York: M acm illan P ublish ing C o., Inc.,
1967), 28 8 -2 9 9 .
42 Sandro Contenta, R ituals o f  F ailure: What Schoo ls R ea lly  Teach  (T orontoiB etw een  the Lines, 1993), 
28.
43 Contenta, 12.
44 Contenta, 19.
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to develop children who disciplined and regulated themselves in search o f approval. “ In 

case this conditional love was not enough to keep students in line, it was backed up by 

the power o f the rod” .45 A more contemporary term that captures the same idea is the 

hidden curriculum as described by Contenta as the seemingly immovable force through 

the structure and practice o f schooling which constitutes a kind o f  arithmetic o f 

socialization that tries to burrow deep inside the children and mold their very spirits. It 

is primarily an invisible operation that often suffocates the natural impulse to adventure 

and imposes behaviours o f  passivity and submission.46

The picture became part o f the architecture o f  the classroom as a panoptic 

mechanism.47 “The panoptic mechanism arranges spatial unities that make it possible 

to see constantly and to recognize immediately, to induce a state o f  conscious and 

permanent visibility within the very structure o f the institution so that it assures the 

automatic functioning o f  power.”48 It automatizes and de-individualizes power and the 

gaze to positions and structures such as the shaming episode with the picture, the 

principal’s office, the teacher, and the pedagogical practices in schools. Even though the 

principal may not be in his/her office, the position implicit in the office o f  the principal 

produces a relation in which individuals are caught up or are unconsciously aware o f the 

power emanating from the office itself. Hence “the hierarchical organization, o f 

disposition o f centres and channels o f power, o f  definition o f  the instruments and modes

45 Contenta, 20.
46 Contenta, 8,
47 M ichel Foucault, D isc ip lin e  a n d  Punishm ent: The Birth o f  the P riso n . A lan Sheridan (Translator).
(N ew  York: Pantheon B ooks, 1977), 200.
48 Bruce Curtis, B uild in g  the E d u ca tion a l S ta te : C anada West, 1836-187 , 200 . (London: T he A lthouse  
Press, 1988), 2 00 , A lso  see  B . Curtis, D . L ivingstone, and H. Sm aller, S ta ck in g  the D eck: The S tream in g  
o f  W orking-class K id s in O n tario  S chools  (Toronto, ON: Our S chools/O urse lves E ducation Foundation,
1992); Egerton Ryerson, “The Nature and Importance o f  Education o f  M echanics,"  reprinted in J.G.
H odgins, ed., D o cu m en tary  H is to ry  o f  E ducation  in U pper C anada, 1 8 9 4 -1 9 1 0  (L .K . Cam eron, 1910).
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o f intervention o f  power become the power” .49 In a similar fashion the picture evoked 

particular emotions hence the picture became the power. It was an architecture that sent 

a message to those that witnessed the episode but was hidden from those who were not 

party to the event. It was about sustaining the authority and power o f  the teacher.

According to Bruce Curtis, the foundational pedagogical reform at the initial 

establishment o f  formal public education was about dispossessing students and school 

supporters o f their power to direct physical violence at the teacher and their 

conventional powers to intervene in classroom practice. Teachers were empowered to 

use (and still are) the degree o f  force, which would be employed by a judicious parent 

in governing a child. The panoptic and hiddenness o f  its use is that its precise content, 

nature, and use o f  this power is left intentionally indefinite. This pedagogical practice 

transformed the structure o f  power relations to an inanimate institution. “Only where 

the subjects o f  education were deprived o f  access to the means o f  educational violence, 

and where a m onopoly over the application o f physical violence was accorded to 

teachers, could non-violent [(emotional)] means predominate in school government”50 

that induce a state o f  conscious and permanent invisibility within the very structure o f 

the institution so that it assures the automatic functioning o f  power. A fear or dread at 

the very sight o f the school or in this case the picture induced by the indefiniteness o f 

the power o f that institution.

The separation o f teachers from the students and the general population was 

effected by the imposition o f  educational qualification to the position and the ongoing

40 Curtis, 1988, 200.
50 Curtis, 321 .
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inflation o f  these qualifications. The ritual o f  teacher’s examination, what Curtis calls, 

the “bureaucratic baptism o f  knowledge,” in which teachers are publicly certified as 

“knowledgeable” and “moral” provided the basis for the separation o f teachers from 

students and others.51 “Established initially to work a series o f  moral and political 

transformations upon the body politic through the creation o f  particular educational 

identities, as people came to live these educational identities, specifically educational 

criteria came to be experienced as the true measure o f self-worth” .52

The power at work in education is not adequately expressed as a model o f 

bureaucratic administration. “This [is] what Foucault calls a norm alizing power, a 

power whose efficacy resided in its transformation o f the alien into the quotidian, the 

other into common sense [and] is most obviously visible in the centrality o f  habituation 

in pedagogical practice”.53 The intent was that the students and teacher habituate 

certain kinds o f behaviour, obedience and submission at school, which they would 

exhibit outside o f  schools, Thus the efficacy o f  respect for authority, for instance, was 

not in the students’ or teachers’ cognitive appreciation o f  its moral correctness, but in 

their practical behaviour towards authority.54 Habituation was to precede intellectual 

instruction and to form its basis by normalizing power by turning social and political 

relations into character structure.55 It made power real by embodying power relations in 

students and teacher, which would eventually disappear and be lived as a sense o f  self,

51 Curtis, 377 .
52 Curtis, 374 .
53 Curtis, 377 .
54 Curtis, 377 .
55 Curtis, 377 .
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as an identity.56 “Education was meant to inculcate forms o f  self which would then be 

lived as natural; social life would simply become education in action.57

It became part o f the hidden curriculum58 that taught what were the values and 

the norms o f the dominant culture. Yet the moment o f  the Hawk, the lay teacher’s

“  Curtis, 377.
57 Curtis, 377 .
58 The “hidden curriculum ” o f  sch o o ls is through the structure and practice o f  schooling; it constitutes 
a kind o f  arithm etic o f  socia lization  that tries to burrow deep inside the children and m old their very  
spirits. It is prim arily an invisible operation that often su ffocates the natural im pulse to adventure. Its 
lesson s are passiv ity  and subm ission  (Sandro Contenta, R itu als o f  F ailu re: W liat S ch oo ls R eally  
Teach, Toronto: B etw een  the L ines, 1993) 8. It is a con sc iou sn ess that is contrived, abstract and 
intended to shape the cogn itive  processes o f  the young. H ew itson  describes these cogn itive  processes  
as the hidden curriculum  evident in “T V  advertisem ents w hich associate particular life -sty les w ith the 
product being  presented, not only the ed ifice  but also  the w h ole  atm osphere o f  a cathedral, a bank,” 
or a school “bear testim ony to the pervasiveness and pow er o f  the hidden curricula. Learning the 
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appreciation o f the ascetic nature o f  the picture brought balance to the episode that re­

stored m y spirit.

Jill's story provides another lived experience from a non-native perspective. Jill 

is a dedicated and practicing teacher with a Ph.D. in education, who has taught in 

schools internationally and in Canada. Our conversations about her educational 

experiences in a rural setting in western Canada provides some insights into the 

intersections o f  experience and educational shaping in her journey o f  becoming.

M y  experience w ith  form al education has been ongoing from  
the age of six years old, I was out o f the school system  for  
three years, came back into college and university, and now I 
teach. M y  f ir s t  experience w ith form al education was a pretty  
sharp rupture in m y life, m oving from  m y home and going to 
school, it was overwhelming. The things that I remember 
happening was the silence, not being able to speak and there 
were times to talk and that zoas pretty rare.

You know I  guess ju s t trying  to figure  out how to be there 
and how to be successful. I was kind of, I've always been more
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o f a watcher, I think in the beginning and I  don 't really ju s t  
jum p  right in. I usually stand back a bit and watch and 
figure things out before I start to participate. I guess, I  would  
see things happening to other kids and I would learn based on 
zuhat happened to them. For example a little boy that w et his 
pants one day in grade one, because he w asn 't allowed to go 
to the bathroom. I  learned in that moment, you better go to 
the bathroom at recess time or next week that could be me 
standing there because I'm  not going to get out o f this room 
either.

I hated school as a young child and all the way through. I 
think it started fo r  me getting  on a school bus, because I lived 
in a rural com m unity, the actual leaving o f a safe space o f  
home. The m om ent I stepped onto that school bus, the 
moment I ivalkedfrom m y house and stood out along the 
road, I was m oving into a public space and I  guess the school 
bus was sort o f a lull between happiness and terror. I  liked m y  
teacher in grade one, I don't remember feeling that I  disliked 
her, I was afraid. W hen I was in grade two, I had this older 
woman for a teacher and one day she basically told me that I 
was a little whore because m y skirt got ripped off o f m y dress.
I played w ith boys and lots o f more rougher kinds o f things 
than 1 suppose some o f the other girls did. I  was up in the tree 
and they yanked on m y skirt because we were playing tag, it 
was a natural thing to do, and i f  I'd  been at home, m y mom  
w ouldn 't have done that, m y mom ivould have said, maybe 
you better p u t on pants, i f  you're going to play in the trees. I 
had no respect fo r  [the teacher] from  that m om ent on.

I do trust you, as a hum an being, as a friend  and as a 
researcher. I d idn 't realize how hard this would be, because it 
does take you back into the m om ent where s tu ff  happened and 
you fe lt certain things. I think about the place ofivhere we tell 
our stories and hoio that shapes them. W hen I told you about 
the teacher getting  angry when I ripped the skirt o ff o f m y  
dress it would be really unfair fo r me to blame her or ju s t to 
take that m om ent and say that's a moment, and in that 
moment, I fe lt that way. I  still feel that way. I  mean i t ’s a
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m om ent that stands out fo r  me in that kind o f prim ary  
education, but you know what, it's  about interrelationship 
between different contexts, a different place that I had to go 
to, different from  zuhat I knew and what is interconnected in 
m y story o f school are stories o f going to Church. W ith  m y  
kind o f experience there is a link to church. It's  a conversation 
that m y fam ily  has a lot and fa irly  recently w ith  m y mom and 
dad around the people who attended that church and their 
snobbiness. W hat I remember from  being really, really young  
was knowing that I zoas going to this place and m y mom and 
dad, well there ivas this expectation that I  would behave and 
that I would be quiet and so on. I  don 't think I  really started  
to zoake up to hoio I was feeling and what was going on in 
that place called Church un til I w ent to school. U ntil then, I 
mean I w ent there once a week and on Sundays m y parent's 
d idn 't work. I  know that by that time school and church kind  
o f intersected fo r  me. I think m y mom had some sense o f 
shame in taking us to church on Sundays. I  recently asked 
m y mom, how come you seiued us clothes? A n d  those clothes 
zoere always fo r  church? W hen they were a bit older, then we 
ivould tuear them to school. She said she wanted us to have 
decent clothes and decent to me is connected zoith shame. 
Because decent is about that there's stories out there about 
zohat's acceptable and zuhat isn 't acceptable, and so decent is 
the f it , and i f  you don 't fit , you're on the edge. I guess the 
f ir s t memory that came back to me zoas being very young, it 
zuas probably zuinter, because it zoas cold and we lived in a log 
house, so the only form  o f heat zuas a coal stove and <choked 
voice> I  remember m y mom, sitting  up hours on end sewing  
some dresses fo r  m y sis ter and me, so we would look 
appropriate to go to church. I always knew  that m y mom was 
uncomfortable zuhen she zuent to church. I asked her about 
becoming a member o f that church com m unity when she 
w asn 't raised that zuay? She said some o f the women made 
her and us feel like an ou tsider. The ones that supported her 
and made her feel okay were the people that knezu about what 
it meant to live in a rural com m unity, that liked to live, the 
kind o f living, that depended on the land and the animals for  
survival. W hat the teacher d idn 't know was that love
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basically that m y mom had, to make that dress in a curve. 
When we were really young we d idn 't have power, 
everything was coal and oil lights and ivhen I think about m y  
mom it would have been an all day job and taking turns w ith  
m y dad, in the wintertim e, checking the cattle and so on. I  
mean she was tired, you know she was raising four  children 
and in the middle o f the night, there she was in the dark, 
taking apart her m om ’s or maybe one o f her aun t's  or 
somebody’s old piece o f clothing to sew som ething nice so that 
we could go into a place and not crawl, not I  guess feeling as 
though we were less than them. I  can't figure  out w hy she did 
that, because m y  mom 's not like that, m y m om 's not into 
show, a very down to earth person.

W hat was happening in school zoas also somehow going to 
school and going to church were two different away from  
home places, in a young life where things were ju s t  really 
different. In some ways I think it was the coming together o f 
all o f m y elementary teachers in grade one, two and three they 
all w ent to the same church in the com m unity inhere I lived. I 
d idn 't go to church in the com m unity where I  lived, I  w ent to 
a church quite a distance azoay, and when I think about w hy I 
d idn 't like a lot o f the things that happened, they talked a lot 
about God and their understanding o f religion, yet I  already 
had started to form  a somewhat broader idea about church. 
Then I  had to come to school and listen to these people not 
only say what they believed, but enact it.

1 can remember ju s t going places w ith m y dad, like walking  
out to a field  or being w ith  the horses. In the early years, the 
horses would pull the wagons, he was p u ttin g  on the team 
and I'd be able to ask him about s tu f f  and he'd tell me. H e'd  
say well it zuorks like this or it works like that. I remember 
when we had this horse, she had some attitude and m y dad 
always said to me, don 't be doing that, she doesn't like when 
you're fooling around and I  ju s t kept kind o f pushing and she 
bent down and bit me on m y face. There's a m om ent where 
m y dad could have come unglued, screamed and hollered at 
me like what m ight have happened at school and said, I  ju s t
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told you not to do that, you ju s t continued to do it and look 
what happened. It's ju s t interesting, how school and 
education has become constructed as wholly in a building and 
in a building called school. W hen I think about rohat I  learned 
it's not like a list o f skills that at the end o f grade three were 
ticked off, a report card, what m y dad taught me and helped 
me to see, helped me to feel, has profoundly influenced the 
person that I've become. W hen I think back to some o f the 
moments that happened, I  can see that in a lot o f those 
moments, we were trying to stay alive, but I also w asn 't 
trying to figure out what was going on in the mom ent, like I 
am now.

W hen I think about those things, I think it's ahoays 
particular to the context, some o f m y teachers in elementary 
school all belonged to this one church and they really pushed  
the church agenda at school. I  d idn 't belong to that church. 
M y  grade three teacher zoas also the vice-principal o f the 
elementary part and he said to me one day, what was wrong  
with m y parents, d idn 't they understand that I  was going to 
go to Hell. W ell you know as a child, that scared the shit out 
o f me because I  knew zohat Hell was. I ju s t had to stay there 
until three thirty, to get on the bus and go home. I think zohat 
it did inside o f me; I think it started me becoming angry. 
W hen I  zoas in grade three one day on the school bus I  called 
out the zoindozo and I  said zoho’s the fu n n y  man, that little  
man w ith the fu n n y  head and it zoas the vice-principal, zoho 
was m y teacher, <laugh> and I zoas out o f school fo r two days 
over that.

I zoas in a 4/5 split class zohen I zoas in grade 4. The grade 
fives teased us and laughed at us and made fu n  o f us because 
we zoere younger and I suppose that also meant that we 
weren't as sm art because we w eren't in grade five. The 
teasing was allowed. It was a terrible year. It was so obvious 
that anybody who ever got in trouble in the classroom, it was 
alzoays in the grade fo u r  class. It was more o f a collective 
com m unity thing I  fe lt there, being w ith  m y other grade four  
people and knowing we never had the opportunity to position
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the grade five  students the way they positioned us. I fo u n d  it 
hard to go to school every day. It was a scary place, because 
there's something even harder when someone one says 
something to you that maybe makes you feel insignificant or 
unworthy, it's far worse in a public place where at any  
m inute, it could have been me. Who knew  zuho it ivas going to 
be? For the most part, we never retaliated, we ju s t took it 
because they were bigger kids that beat us up and stuff. I  was 
reading something the other day about how you feel a kind of 
shame in terms, I  remember using the term shame, bu t I  can't 
separate the school experience from  what happened to the kids 
there that I  ivas connected with. Hoio I  feel about school is 
very much shaped by being witness to what I saw happen to a 
lot o f kids.

M y  grade five  teacher zuho zoas the woman I  loved, and she, I 
zvould say zoas the firs t and only teacher I've m et in public  
school from  grade one to grade twelve that actually treated 
children with respect and particularly children that zoere 
different than the majority. I think the zuay I  got a voice was 
probably from  anger. I was zohite, zoas positioned differently  
in the com m unity than m y friend 's families, I  was drazon to 
the kids on the edges, I was one on the edge, bu t in a very  
different way because I was someone less touchable than they 
were because m y parents had a different capacity to be able to 
enter into the school and m y dad was on the school board. I  
started to see that in m y silence I was not really helping m y  
friends. I think I  zoas born zoith this sense o f intolerance, not 
being able to think for myself, I  don 't know how to explain it, 
but I guess I  zoas angry because I  couldn't be who I was in 
school. So I suppose over time, probably in that lull between 
some point in grade two, I think I really shu t dozon. I  fe lt that 
people there only sazo me in terms o f academics; I  zoasn't a 
dumb student so that also gave me a bit o f a different 
position. Wizen I became vocal being able to say this is wrong  
I got a pretty bad label attached to me to the point that I  
became a nobody. It zoas ju s t  like let’s ju s t get her through 
high school and get her out o f here because she's a 
troublemaker, and you knozo, really what's she going to do
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anyways. It was kind o f that attitude o f you know, I  was a 
girl and I was probably going to spend m y adult life not 
thinking, so it really d idn 't matter what happened w ith  m y  
education.

I  became really sick when I  was in Junior high, I  don 't know  a 
way to describe it to you. I  tried quitting, spent m y time in 
m y room when I was at home. I really retreated inward zohen 
I  was at home because when I was at school, I  was both in 
that state, but I zoas also in a real rebellious state as well. 
W hen I zoas in grade six, I had always been in the A  class, 
until I got to grade six, and then I  got p u t in the B class. I  
begged m y mom and dad to be moved to the A  class, bu t m y  
mom and dad zoouldn't do it. But you know today, I kind o f 
f in d  it interesting because I could never figure out w hy they 
[the school] p u t me there and it made me feel dumb. I suppose 
it made me feel somewhat angry, who are these people 
anyzoays, to p u t me in the B class. B u t zohen I  th ink about it 
nozo, the kids that were in the B class were the kids that I 
hung out zoith. The kids understood what that meant, that 
when you zoentfrom A  to B, it was something different. 
Basically I  d idn 't care about school. It d idn 't really matter to 
me. I ju s t thought, i f  you think I'm  dumb, w hy zoould I  do 
anything, w hy zoould I be interested or do anything? W hat I  
zoas taught in school, I  d idn 't have troubles learning how to 
add and m ultip ly and all o f those kinds o f things. Comments 
on m y report card zoere alzoays about me having a really poor 
attitude and not paying attention and that started in grade 
two. I  guess you ju s t get to a point, and I  still do that, zohen 
you knozo that it feels like no matter what you do you're  
going to have that one story told o f you, you ju s t kind o f quit 
trying.

It was in grade ten biology zohen a num ber o f the kids in m y  
class got zeros on their report cards. I  d idn 't get zero but it 
w asn 't like I got any great mark. Interestingly enough, the 
kids that got zeros, most o f them zoere from  [a particular 
Church] and that was way more alarming than had it been a 
friend  who was a foster child. A  num ber o f parents rallied
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together and spoke to the teacher and the principal about zohat 
was going on and zohen we zoere in biology next day the vice­
principal, principal and biology teacher screamed and hollered 
at us about zohat babies zoe zoere because our parents had to 
come in and talk about our marks. I f  you don 't zoant to zoork 
you shouldn't be here and it's a privilege to come to school. I 
ju s t got angrier and angrier, and all o f a sudden I  ju s t stood 
up out o f m y desk and I said you could scream and holler if  
you wanted to, but you can't stop us from  coming to school. 
This is our school as much as it is yours and we don 't have to 
sit here and listen to you behave like this.

A  day later or so I got into a real argum ent zoith the principal 
and was suspended. We used to sit along the wall zoith our 
fee t out and so i f  there zoas someone on either side the path 
got narrow. W e w eren't allowed to do that in school, and for  
the most part in school, zoe zoeren't actually allowed to s it on 
the floor, but there zoere no gathering places fo r  us, so zoe did 
it anyways. Then zohenever the teachers came some o f them  
would give us trouble and others didn't, so you ju s t moved 
zohen you had to. So the principal came along one m orning  
and m y friend  and I zoere sitting  like that out in the hallway 
and he kicked m y feet so I ju s t looked away and he said to me, 
zoell I  see you're in your usual good attitude this m orning so 
I said i f  you leave me alone, I'd  have a much better attitude.
So anyways, then I  zoent to French class, and he called me out 
o f the class and brought me into the office. You see m y  brother 
had quit school at the end o f grade eleven when he was 
suspended fo r  smoking, o ff school grounds, during a field  day. 
He decided that he had enough o f what w ent on in that 
building. The rule zoas that m y mom and dad had to apologize 
for m y brother, so he could go back to school and fin ish  grade 
tzoelve. There zoere three or fo u r  other guys w ith him, they 
zoere politicians' kids and the wealthy people in the 
com m unity, and their parents d idn 't apologize. M y  brother 
ju s t zooiddn't allozo mom or dad to do it. So when I zoas called 
into the principal's office, I  harboured a lot o f resentm ent 
toward him because it zoas ju s t wrong, it was morally wrong, 
and he did all kinds o f s tu ff  every day to all kinds o f people, it
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was ju s t  outrageous. He gave me a lecture about how  
embarrassed m y parents m ust be because I turned out like I  
ivas, and I was such a nice little girl when I  was in grade one. 
I ju s t  turned out to be such a thing w ith lots o f attitude and I  
was hanging w ith  these real riff-raff in the com m unity. He 
told me I was going to end up pregnant by the time I  got into  
grade twelve i f  I  d idn 't watch it. He said the same thing again 
in fro n t o f m y mom. He made m y mom come and pick me up; 
he w ouldn 't let me stay at school. He suspended me because I  
had a bad attitude and I  was rude to him. That's how he 
operated, one on one, so it ivas m y word against his. A n d  
that's hoio he m ostly operated. Instead o f dealing ivith the 
situation in the hallway he called fo r  me over the intercom, he 
called all the kids over the intercom and we knew  we were in 
trouble. When the secretary made the call, it meant parents 
were there, or that their lunch got dropped o ff or whatever. 
It's interesting, he thought it would make me feel shamed 
because I  had to go to the principal's office. It was laughable 
because I  started to shut down.

I think by the time I fin ished high school, there was a part o f 
me that had really sort o f shut down. M y  years from  eighteen 
to tw enty one were really rough. I  spent a lot o f time in [self­
destructive behaviour] to the point I could see that there 
w asn 't a fu tu re  in it, I d idn 't know how to make a fu tu re  
because I hadn't graduated from  high school ivith  
matriculation, so that kind o f immediately shaped m y  
possibilities fo r  the fu ture. I guess I thought there w asn 't a 
second chance.

Jill's second chance came from her parents’ support not financially but in what she

termed deep support.

Listen it's not over, it's not finished, you're eighteen years 
old, it's not the end o f your life. I f  you w ant to do something, 
then figure out zohat you w ant to do, and we'll help you in 
some capacity. I eventually did come back to education in a
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Teacher Education program. I've always loved being in a 
classroom w ith  children, zuhether they are young  or older and 
probably m y happiest being teacher was overseas. I  guess you  
could say, it's  something that I never thought I  would  
experience, the principal had said to me before she hired me 
that all she wanted fir s t o f all was someone who knows how  
to love children, and then I  w ant you to work w ith  them, 
teach them how to read, and write and to love reading and 
writing, and teach them about numbers and how they work.
There w asn 't all this crap about standardized testing and 
report cards and poking children into boxes and levels. I 
worked lu ith five  teachers and the whole program was based 
on attending to the children and their interests shaped what 
happened. I'm  not going to say that it was easy street because 
I did run into some problems w ith some o f the parents, where 
they fe lt  that I  was from  the "colonies" and probably 
shouldn 't be teaching in this affluent British school, but we 
worked through that, and I  guess, the s ta ff there, there was an 
openness and a joy that I've never experienced on any other 
school landscape.

W hen Jill returned to Canada her stories o f  the teaching landscape changed dramatically

when her own shaping in teacher education followed.

I was shaped in a system  where pretty  standard things were 
happening in math, social studies and science. I became a lot 
more silent as a teacher than I was as a student. I started at a 
Junior college and transferred to a University. It all ju s t  
seemed so out there, compared to how I thought what teachers 
were and w hat they actually did. I  ju s t sort o f got through. I 
did what I had to do and there were some courses that I  took 
that were meaningful and interesting enough. It was highly  
competitive around zohat m inor you got and everybody 
wanted the Language A rts  minor, because the big boards in 
the province zoere looking for people zoho had a m inor in 
language arts. I  knew that I d idn 't have the political 
connections to get into the minor and ended up in w hat was 
called at the time Moral Ed. The reason I chose it zoas because
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it had counselling courses. I  was really interested in the 
relational aspect. Social Studies was another option, I  always 
liked Social Studies, bu t again I w ouldn 't have gotten it 
because it was mostly boys that were getting  into a Social 
Studies minor, I mean you learn to read the landscape so I 
ended up in the Moral Ed minor. I can say that some o f it was 
incredibly awful, but there was some, like one course, what 
we did ivas read literature and zoe talked about why, and 
ivhat that meant fo r  education and I loved it. I t opened up all 
these conversations where zoe really started to be able to talk 
about our fear about zuho zoas going into the classrooms.
Some o f the tensions about how we thought, hozv zoe had 
thought of zohat it meant to teach and then zoe came here 
[university] and found  out it zoas like a bag o f tricks. I kind o f 
crossed the border into the land o f the people that perpetuate 
the very same s tu ff  that I  struggled against as a child.

I f  I were to apply fo r  a job in the same district that I  w ent to 
school in now and zoent back to that same little school, and 
some o f the same people would still be teaching there it's not 
going to be that much different. Or maybe it is different 
because there are different people in that building now, but 
what's surrounding it, kind o f the particular context and then 
the larger social context children that fell through the cracks 
zohen I  zoas there still don 't matter; nobody is still going to 
pay attention to that. W hat zoould I  do today, I often think  
about zoell, i f  I hadn't been a beginning teacher, zoould I  have 
spoken more, I sometimes think yes I would have. I don't 
think though I had the language to even describe it to people, 
zohat I saw happening there and zohat I fe lt  that m any o f the 
children zoere experiencing. I think I  have a very different 
language today to talk about that, there's kind o f a, a thing  
about a quiet resistance you could say because I  think I  did 
learn that, oh so I'm  going to have to make these kids write 
standardized achievement tests, zoell maybe I can figure  out 
different ways to do that, not that it makes any difference in 
the end.
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There ivas a girl not in m y room but down the hallway, and 
she was ju st becoming so villainized, she changed, she 
changed from  a, a I zoould say happy but in a sense o f 
personhood in the follow ing year by Christmas time, she 
d idn 't look at anybody, and you know she ivas ju st, I mean it 
was visible, what was happening to her, and o f course in the 
school, it would have been said well, she comes from  this 
crappy home life, her mother's probably doing drugs, her 
father's doing that and whatever else. So there were always 
some kind o f stories there to explain away what was 
happening, and because one o f the children that came into m y  
room from  that other classroom, I  had a pretty  good sense o f 
what was happening, because I  saw her really change, after a 
time, you know that he was in a different space, so you know I  
phoned the head o f the social services, I  phoned his wife, 
because I knew her, and I  told her that I  d idn 't know what to 
do, and that I was afraid that I would lose m y  job. I couldn't 
morally not do something, and could I speak w ith  him  in 
private, and she said yes that lots o f people did, so I phoned 
him and I told him a lot o f s tu ff  that was going on, and I saw  
some things change, but you know maybe they were only  
surface changes too, I  mean what could he do, because he 
w asn 't there on a fu ll  time basis either.

I think some o f the dom inant stories about the kids that are 
automatically, somehow supposed to respect adults, teachers 
are in charge, and that it's ju s t kind o f a job, I think some o f 
those dominant stories are still in place.

The practice had a profound impact on m y life. Their practice 
probably brought me back into teaching and to become a 
teacher because I  so badly wanted something different in 
school. Well, you know, I've been a researcher teacher in more 
schools than I've been a teacher in. I've been a teacher on four  
school landscapes and one school landscape was profound. 
W hat happened was, before I  came to the school, the principal 
had changed and I  fe lt that the principal had absolute, ju s t  
profound respect for the kids that w ent there. She was trying  
to make a bit o f a different story and it was starting, and o f
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course she left. Then it switched back to those same old toays. 
There's this kind o f sense out there that kids are ju s t  supposed 
to behave respectful and it doesn't really matter how teachers 
treat kids, bu t kids better be respectful o f teachers. W hen I  
think about m y other schools, the school zohen I zoas overseas 
zoas probably number tzoo in terms o f respectfulness. Again it 
zoas respectfulness in part, it zoas shaped because the people 
who zoere there were respectful people o f others. B u t it was 
also shaped in part because o f fear. I mean, there w asn 't a 
child in that building whose fam ily  d idn 't make probably five  
or six million dollars a year. You're not going to screw up 
zoith people like that because they have pozoer. I left the fir s t  
school I taught in because I  started to feel that as a teacher, i f  
I stayed, I zoould have become like m y colleagues or I  would  
have lived out those stories, but I  zoas somehow being 
hypocritical to the children's families. There was this little  
boy zoho would have been in grade one. I  taught his sister in 
grade three. He got this label attached to him  o f being angry 
and thum ping other kids out on the playground. I  d idn 't go 
to the staffroom  because I d idn 't like it, I d id n 't like being 
made to feel lower because I was a beginning teacher even 
though I zoas a couple o f years older than m ost beginning  
teachers. I also d idn 't like zohat happened there. I d idn 't like 
how the conversation that happened around children and 
families and the com m unity. I  d idn 't w ant to have anything  
to do zoith it. I  don't knozo the zohole story, I  guess the story 
zoas that this little boy had been in trouble so the teacher and 
principal decided that he zoould spend his recesses, every 
recess, two short ones and a longer lunch hour, in the 
custodian’s room pounding nails into a board. Doing that 
would help him  handle his anger. M orally I should have done 
something, I zoould alzoays stop and see him  zohen I  zoas 
zoalking by. The principal had said to me a few  times that by 
m y doing that, I was making him into a hero because then he 
got one on one time w ith a teacher. I zoas probably nobody to 
this little boy, I taught his sister, ethically and morally, I 
w asn 't responsible to him and his fam ily, because I  d idn 't 
push it. So m y  silence ju s t condoned it. I d idn 't push it, I 
suppose it's partly because pushing other things and seeing
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that there zoas no movement. I  suppose in part, deciding he 
w asn 't a child in m y room and there was so m uch s tu ff  that I  
needed to kind o f push against in terms o f all 28-30 kids I was 
working zoith, that I  kept m y attention there. I  don 't think  
I'm  that kind o f person. I don 't stand up in a very public 
fo rum  like a s ta ff meeting and saying I'm  alarmed by this, I 
don't agree zoith it. I don 't condone it; I can't stay here in this 
building and zoatch it. M y  Teacher Ed. Program d idn 't  
prepare me to push here. It d idn 't prepare me to make a stand  
and to say, and to speak up. To say, I  don’t agree zoith this, 
zoe need to th ink about this, hozo can zoe change this? So it 
d idn 't teach me to do that, but it also d idn 't teach me to 
condone it.

The three stories converge in the systemic practices o f  institutionalized 

education. I thought about how we attempted to overcome those moments that attempted 

to steal our spirit and the temporality o f  the authority o f  the shape shifters in our lives. 

In hindsight the implicitness o f  this educational practice becom es obvious; what is less 

obvious is the pervasive process o f practice that attempted to re-shape lives -  like my 

own, Asinwaciaw Iskw ew ’s, and Jill's stories suggest. These three stories span over three 

generations o f student/teacher relationships and practices from the fifties to the present 

day. Asinwaciaw Iskwew  is a practicing teacher in a Native community, Jill is now 

teaching in a university and I currently teach university pre-service teachers and in a 

college. In my classes when we examine and discuss issues on the landscape o f school 

and students talk about their educational experiences, many describe them as shaming 

experiences and have chosen to think about their impact on their future practice. Those 

who have completed their practicums complain about how difficult it is to enact change 

in the classroom. Teachers and administrators tend to scapegoat their inability to change
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teaching practices because o f  class size, inexperience, demand to complete the required 

curricula, and the institution’s inflexibility. Some colleagues have also provided 

descriptions similar to those o f  their students. This suggests to me that shaming 

experiences are not limited to residential and day schools but are an inherent part of 

public education. These conversations have evolved from weeks to months to years as 

we became brother and sister Hawks, the protectors o f  our beings, the restorers o f our 

diminished spirits, the seekers o f  a deeper and broader understanding o f  the spirit and 

the guardian responsibility for the protection o f  childhood visions, empowerment and 

fulfilment. In retrospect from our experiences in institutions like foster homes, 

orphanages, residential schools, day schools and public schools, the educational 

practices sanctioned educational attempts to re-shape us into what civic policies deemed 

appropriate. They are black stories o f  attempts to force change. These shaming stories 

converge on the landscape o f  public schooling and suggest to me that sham ing is a 

systemic practice and a learned behaviour in the social structure. Both Asinwaciaw  

Iskw ew ’s and Jill's stories suggest they had no sense o f  shame prior to attending public 

school. Through their experiences in school they learned what shaming is, having not 

experienced it before attending school. Initially they m ay not have been able to name 

their feelings and emotions yet they came to learn what it means to be shamed. In my 

case I was placed in shaming institutions. These different experiences suggest to me that 

shaming is a social structure to which we are socialized and is not inherent in the 

individual.

As I contemplate these stories, I characterize them as created relationships o f 

fear, o f  punishment, and o f  scapegoating without recourse within educational practices
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o f insidious conformity. I think about how it has become for me an insidious process o f  

psychological and physical violence perpetrated by some school teachers on children 

that is rooted in classroom management, in the authority o f the teacher, and in the 

profession o f  expertise that masquerades within the concepts o f  conformity, unity, and 

social fitness. This learned behaviour was so reflexive, so accepted, and so seemingly 

natural for me that I wondered how it came to be. These shared experiences created new 

puzzles and left me wondering about the structure o f  schooling that I needed to explore.
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A s  I th o u g h t a b o u t th e  tr ick ster  m o m e n ts  o f  sh a m e  and  sh a p in g , I r em e m b e re d  p orrid ge!  

T h o s e  b o w ls  o f  g r itty  b ro w n  m a s s e s  o f  lu m p s that y o u  c o u ld  stan d  y o u r  sp o o n  up  in , th e  g ru e l o f  

ou r m o r n in g  s u b s is te n c e  in th e  o r p h a n a g e . T h e  c o d - l iv e r  o i l ,  p in c h e d  n o s e s ,  fo r ce d  sw a llo w in g ,  

the p ro tecto r  o f  o u r  h e a lth  w e  w e r e  to ld . “W e  k n o w  w h a t’s b e s t  fo r  y o u ! ” T h e  b o ile d  f ig s , the  

treat o f  th e  day! T h e  th o u g h t o f  th em  still m a k e s  m e  w a n t to  p u k e! It w a s  n o t  u n til I le f t  that 

c lo is te r  o f  m y  sa lv a t io n  I lea rn ed  that o n e  e a ts  p o r r id g e  w ith  b r o w n  su g a r  and  m ilk .

T he video rew inds and a two-storied brick house emerges.

It’s been a loathsome walk home from the school. I walk past the 
patch o f  dust that is the lawn, climb four wooden steps to the 
veranda, and open the screen door. The hinges o f outer wooden door 
squeak for want o f oil as I enter the vestibule. I ’m confronted with 
two doors, one on the right that leads up the fifteen steps to the flat 
upstairs and on the left one that leads to the large, spacious flat on 
the main floor. I see the boy who lived there; I don’t remember his 
name, and I feel sad, remembering that he killed himself. I enter the 
door on the right; I climb the stairs to a hallway that leads to the 
kitchen in one direction and to the dining room and bedrooms in the 
other. I make the left turn at the top o f  the banister and go to m y 
room. I pull out my pad and pencil from under m y bed and begin to 
draw.

It’s the next morning; it’s cold. Someone forgot to put coal in the 
furnace or maybe we ran out again. There is no hot water in the 
washroom but I’m used to that now. I make sure that I wash behind 
my ears and that my fingernails are clean -  rosy pink - 1 remember 
the pulling o f  ears and the scrub brush and the N un’s admonishments 
o f  being a filthy boy. I’m seated at the kitchen table and a bowl o f 
porridge is placed before me. It seems familiar, but it has milk and 
brown stuff on it. I cautiously place a bit o f  the porridge and brown 
sugar on the end o f  m y spoon, grimacing, closing my eyes. I taste it, 
not knowing what it was going to be like. It was great! I gobble it 
down. “Do you want some more?” I could have more! I couldn’t 
believe m y ears. I ate porridge every day until I learned that it was 
usually eaten in the morning and only in the winter. Sometimes I 
couldn’t wait for winter.

R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.



The video images stop. The emotions fade. As I re-live that moment, I realize 

now it was the time that I began to wonder, “W hat other things don’t I know?” I had 

porridge before in the orphanage, but I never had it with milk and brown sugar. I was 

conditioned to accept that porridge was gritty brown masses o f  lumps that you were 

expected to eat and that you were never offered more (not that you wanted more, but it 

filled that hole in your stomach). The wondering remains with me to this day and has 

drawn me back to the nest o f  the Crow. That Hawk moment o f  wondering re-stored a 

sense o f living, a new beginning, a sense o f being alive. It also brought moments o f 

awareness o f being different, o f  told and untold stories that shaped a life. W hen I think 

o f life and schooling, what stories are told and untold that shape lives?

I am in the present, the grandfather researcher. I am left to wonder about the 

stories o f  the classroom that denied the elation o f  that budding artist, about labelling, 

and about the denial o f other cultural ways o f  knowing and how learning became a 

struggle to maintain some dignity. I wonder how we were positioned as students and 

became invisible as children, as persons. W e were put in our place, a space in the 

classroom, a silencing space that denied other ways o f  knowing! It was a place o f 

silencing, o f  rebellion, o f  submission, o f enforced passivity and conformity and 

particularly a “Space” of Fear. Like Jill and Asinwaciaw Iskwew  I did not have the 

words then; I am not sure I have them now, but there was a feeling for, a wanting of, 

another place that did feel right. For Asinwaciaw Iskwew and Jill, school was a “different 

away-from-home place leaving a safe space o f  hom e;” for me, school was an away- 

from-home place that I wanted. But the landscape o f school merged with home for me -  

no place for the critical mind, for imagining, for knowing without instruction, or for
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constructing without direction within the ‘panopticon’ o f  discipline. I lived in a world o f  

punishment. I did not understand discipline, I only experienced it. I did not understand 

the broader implications o f  discipline, not the discipline that teaches self-control, 

restraint, and skills but discipline “as a type o f  power, a m odality for its exercise, 

comprising a whole set o f  instruments, techniques, procedures, levels o f application, 

targets; [as] a physics or an anatomy o f power, a technology.”59 As I think about it now, 

“being put in our place” implied that the teachers had a sense o f  their place on the 

landscape o f  fear. As a grandfather researcher I needed to understand, not in 

psychological terms but social terms, about this anatomy o f  power on this landscape o f 

fear called school.

Schools are capturing places. They capture the body, capture the mind, and 

attempt to capture the spirit. In many ways that Crow moment with Sister Michael 

Joseph and the budding artist is illustrative o f  the hidden places o f  public education in 

Canada. As the child artist the drawing expressed a personal experience that brought 

together the abstract concepts o f geometry and an emotion o f a lived experience o f a 

whole being. When asking, “Where have you ever seen a sky like that?” and not waiting 

for a response, the teacher minimized, trivialized, and degraded m y lived experience. It 

stated that the artist was wrong! The child’s representation was not validated. It also 

established the authority o f  the teacher as the expert and the one who knew what was 

right. “W e know what’s best for you!” W hen she changed the sky, she established the 

correct and acceptable image. She changed the landscape o f  education from a learned,

59 M ichel Foucault, D isc ip lin e  a n d  Punishm ent: The Birth o f  the P rison  A lan  Sheridan (Translator). (N ew  
York: Pantheon B ooks, 1977) 215 .
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lived experience to an “exposure to a delimited perception o f reality”60 a prescribed 

form o f acceptable knowledge. By making the interaction an incident and public, she 

inculcated without my “conscious assent,”61 a fear o f  innovation, o f risk taking, o f self- 

realization, and o f exploring alternative ways o f  knowing. There was no apology, and no 

affirmation, only an attack on my self-worth. The child became invisible. Only the 

silenced student remained.

As I thought about this experience, m y mind wandered to a recurring dream o f  a 

Hiulenosaunee (Mohawk people o f the Longhouse) youth that I have titled, The Crow 

Dupes herself:

The Crow Dupes H im self

I s e e  a young Mohawk bay s tru t t ing  up to his uncle with his c h e s t  out.

Uncle, I cam e  f rom  a w a r r io r  clan, I want to b e c a m e  a w arr ior!

H m m !  So you w an t  to  becom e a w a r r i o r ?  You'll have  to  go and s e e
your g r a n d f a th e r  over  the re .

He pointed with a head g e s tu re  to the  n o r th e rn  woods. The boy w a s  elated, 
tu rn ed  and ra n  off in the direction of his g r a n d fa th e r 's  lodge. The fou r  miles, 
th rough the  f o r e s t  flew by, a s  his legs moved a s  f a s t  and a s  h a rd  a s  he could 
run. When he  got in s igh t  of his g ra n d fa th e r ' s  lodge he could s e e  his 
g ra n d fa th e r  in th e  clearing.

Grandfather! Grandfather! He yelled louder and louder.

He re m e m b e r e d  -  G randfa ther  w a s  gett ing a little d ea f  Mom had  said. 
Grandfa ther  tu rn ed  with a r m s  o u ts t r e tc h e d  to  w elcome his g r an d so n  into his 
em brace .

Grandfather ,  g randfa ther ,  I want to be a w arr io r!

60 M ai H ew itson, The H idden C urriculum : A M onograph  (M ilton  Q ueensland: B a y fie ld  Printing Ltd.,
(19 8 2 ), 1,

61 M ai H ew itson , 1
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 You want tD be  a w a r r i o r ? ....

H m m ! O h h h . . . . .

□ k !  You co m e  and s e a  m a tom orrow .

The boy w as  so  excited; ha tu rned  and ra n  off to w a rd s  his home. He could 
hardly s leep  th a t  night in anticipation of his meeting with his g ran d fa th e r  in the  
morning. He d r e a m t  all night about the  s to r ie s  of g r e a t  w a r r io r s  of his people. 
The next morning he got up early and r a n  off to g ra n d fa th e r 's ,  arriv ing about  
ten  o'clock. He waved  as  he saw  g ra n d fa th e r  coming out of his lodge,

Grandfather ,  I'm he re .

Yes I s e e  tha t  you a r e  h e r e . . . . . .

You're too late, co m e  and s e e  me tom orrow .

Shocked! Disappointed! He tu rn e d  and  walked home. That night he couldn't 
s leep  again anticipating his meeting with his g ra n d fa th e r  the  next day. He got 
up e a r l ie r  than  he  did the  prev ious morning, still excited and elated, He a rr ived  
a t  his g ran d fa th e r  a t  nine o'clock.

D h ... t h e r e  you a re ,  said  g ran d fa the r .  I w a s  wondering w h e re  you w ere .

 l l h ... You're too  late, com e back tom orrow .

Disappointed, the  youth r e tu rn e d  home. Confused th e  youth w en t  to  s e e  his 
uncle to find out why g ra n d fa th e r  kept sending him away.

Uncle! Uncle! G randfa the r  keeps sending me away!

Uncle looked a t  him. You jus t  do w hat  g ra n d fa th e r  tells  you to do, said Uncle. 
Then tu rn e d  his back to his nephew and walked away.

So th e  next day he got up even ea r l ie r  and a rr ived  a t  g r a n d fa th e r 's  lodge at 
eight o'clock. But g ra n d fa th e r  w a sn ' t  a round, This continued fo r  th r e e  weeks. 
R a the r  dejected, th e  next day, the  young boy a rr ived  a t  g ra n d fa th e r ' s  lodge at 
dawn. He saw  g ra n d fa th e r  going off into the  woods,

Grandfather! Grandfather! He called. G randfa ther  s topped  and tu rn e d  to face  
his g randson.

Oh! You're h e re  again.
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Yes g randfa the r ,  I w an t  tn  be a w a r r io r  and I've com e every  day to s e e  you but 
you keep sending m e  away!

 O h! ... O h!  You're grumpy! ...You sound a n g r y !  I c a n ' t  s e e  you!

Go over  there ,  sit  down and think about your anger .  I'll com e  and s e e  you later.  
G randfa ther  tu rn ed  his back and walked away.

With th a t  g ra n d fa th e r  walked off into the  fo res t .  The young boy w en t  o v e r  to 
w h ere  g ra n d fa th e r  had pointed and s a t  down un der  an old b irch  t r e e .  He s a t  
th e r e  all day until it began  to get dark  and then  w ent  home. When he got home 
everyone could s e e  th a t  he w as  not happy, so  they tu rned  the i r  backs  Qn him 
and left him alone.

The next day, he r e tu rn e d  to the  sa m e  sp o t  a s  the  day b e fo re  to wait fo r  his 
g randfa ther .  He w aited  all day but g ra n d fa th e r  did not come. On his way home, 
dejected, hurt  and f r u s t r a t e d  he h ea rd  th e  caw  of a Grow. He picked up a rock 
and th re w  it a t  the  Crow. This re su l ted  in a c r e s c e n d o  of cawing from  the  Crow 
as  he flew away.

Ah! Shut-up Crow, he s c re am e d .

He hea rd  the  s c r e e c h  of the  Hawk.

Stop looking a t  m e  Hawk, he s c re a m e d  and then  picked up a s t ick  f ro m  th e  trail 
and th re w  it a t  the  Hawk. But the  Hawk ju s t  s tayed  t h e r e  and looked a t  him as  
Hawks do.

Stop looking a t  me, he s c r e a m e d  and ra n  off down the  trail in t e a r s .

As he app ro ach ed  his home he wiped his eyes  and told himself  -  d on 't you 
cry! W arr iors  don 't  cry!

On the  third day, he r e tu rn e d  to his sp o t  under  th e  t r e e  to  wait again. As the  
sun s e t  the  young boy got up and s t a r t e d  down the  trail  to  home. On th e  trail 
he m e t  his g rand fa th e r .  With eyes  d ow ncas t  and head  ben t  he o ffe red  his 
g ra n d fa th e r  a gift. In a voice th a t  could hardly be h e a rd  he o ffe red  his 
g ra n d fa th e r  a hawk th a t  he had whittled while he w a s  waiting u n d e r  the  birch 
t ree .

Oh! Oh! Thank you, thank you! My little Hawk said g randfa the r .

I s e e  you! You a r e  not grumpy anymore .
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I w o nde r  is your h e a r t  still filled with anger?

No g ra nd fa th e r  I have a good hear t .

I w on d e r  what you lea rned  about a w arr ior .

A w a r r io r  m us t  have patience ,  g randfa the r .
A w a r r io r  cannot have a nge r  in his hea r t ,  g rand fa th e r .
A w a r r io r  who is grumpy and angry  is alone -  people tu rn  the i r  back on him -
they cannot  s e e  him -  th e r e  is no pea c e  in the  home.
A w a r r io r  m us t  think about  the  people, g randfa ther .

...Hmm ...you have a good mind and a good hea r t ,  said  g randfa the r .

You a re  a w arr io r ,  my little Hawk.

As the dream repeated over several nights I began to understand its meaning for 

me. This Crow dream was a trickster episode that makes invisible the learning 

experience. At first I was enmeshed in the emotion and empathy for the young boy. I 

only saw his plight. It was all about him. It was all about me. Self-centeredness, ego, 

hides the loving care that guided the boy to self-realization and embodied knowing. A 

realization that we do not act alone and that we have a responsibility to the whole 

community. One must have a sense o f something greater than themselves. W hen the 

boy’s uncle, mother, and grandfather turned their backs on him, they were teaching him 

(although he did not realize it at the time until he saw the Crow and the Hawk) that 

when you act in anger, you bring dishannony into the relationship that is harmful for 

everyone. Your actions affect the whole community and may create harm if  you do not 

have patience, self-restraint, and consideration o f  all those around you. Being a warrior 

is not about you; it is about community. It is about a good mind and a good heart and 

modelling these character traits. He does not realize this until he heard the laughing caw 

o f  the Crow as he flew away. Yet the Hawk remained, the guardian protector o f the
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spirit that cautions us to beware o f what we think and how we act. As he sat there under 

the great birch tree, seemingly alone, whittling the hawk, he began to understand that he 

was not alone. He sat on m other earth, the standing ones, the trees, bushes, the blades o f 

grass, the two legged and three legged, all the animals watching and protecting him, 

surrounded him -  he was not alone. He thought about the Hawk. How it did not abandon 

him like the Crow and how the Hawk builds its nest, and feeds and protects its young. It 

is not about the Hawk, it is about the family, it’s the nurturing, it’s caring, and it’s 

protection. This is the Hawk knowledge o f  the warrior that he symbolically gave 

grandfather. In the way he presented the hawk, Grandfather recognized his demeanour 

and that his grandson realized how foolish he had been; thus he became a warrior.

Yet, like indigenous stories, this dream has m ultiple meanings. In the fourth 

world the youth is taught indirectly about the twin concept (trickster) in emotion (Skew 

in the first world). He is taught that if  he does not control his emotions, that his actions 

may be harmful to others. He sets in motion (Unk), (from the second world), that which 

causes discord or contention from negative energy forces, which may be harmful to the 

community. He also learns the need to develop self-restraint (Hcmwi), the counter force 

o f  inner disciplined emotion and responsibility for one’s actions. He learns about the 

connection to the third world o f  animals as both invisible, and visible (Skew and Mcika62)  

that provides instruction and teaches him he is not alone ( Wiyoheycipcita). Knowledge 

( Wiohpeyatci), he learns when the Crow laughs at him to diminish his spirit (Niya). He 

creates resistance (Hcmwi) and thus the Crow dupes himself. He is guided and advised 

with Hawk knowledge o f patience and steadfastness (Ito kagatci). The appearance o f  his

62 The pow er o f  the six  directions.
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grandfather on the trail after the Crow episode when the boy needs to be encouraged 

( Waziyata) and his grandfather’s acknowledgement o f  his transformed spirit (Niya) and 

soul (Nagi) connect him to the great mystery ( Wakan Tanka). The dream story is not 

sim ply about social relationships but experiential teaching o f  a cosmology or worldview 

and way to walk in life.

W ithin this framework, when I revisit the shaming episode with Sister Michael 

Joseph, the Crow ’s duping is evident. Her actions, like the cawing Crow, may have been 

meant to diminish my spirit, but they created silent resistance that was validated by the 

Hawk moment o f  the lay teacher. They taught me to develop self-restraint, a good mind 

and a good heart. Although I did not know it at the time, they set in motion (Skan) an 

eventual return to the nest o f the Crow to further develop my understanding o f a life 

lived, to document this journey, and hopefully to validate this endeavour.

Crow Dupes H erself reminded me that learning did not require punishment or 

direct teaching and that there were intimate relationships between the learners and the 

teachers. It also reminded me that indirection, the experience o f  self-realization and 

affirmation are important sources o f  inherent knowledge. It was an education that relied 

on looking, listening, and learning.63 The shaping o f  identity by positive example in the 

home, subtle guidance towards desired forms o f behaviour through the use o f  games,

03 J.R, M iller, Sh ingw auk's Vision: A H istory  o f  N a tive  R esid en tia l Schoo ls  (Toronto: U n iversity  o f  
Toronto Press, 1997), 16. A lso  see  L, Carlson, M ore than M occasins: A K id 's  A c tiv ity  G u ide to 
T rad ition a l N orth  A m erican  Indian Life  (C hicago: C hicago R ev iew  Press, 1994); J. Barm an, Y . Herbert 
and D . M cC askill, Indian E ducation  in C anada: Volume 2: The C ha llen ge  (Vancouver: U n iversity  o f  
British Colum bia Press, 1987); S. O ’Meara and D . A . W est, eds. F rom  O u r E yes: L earn in g  fro m  
Indigenous P eo p les  (Toronto: Garamond Press, 1996); A , H ungry W o lf  and B . H ungry W olf, C hildren  o f  
the Sun: S to rie s  B y  a n d  A bou t Indian K id s  (N e w  York: W illiam  M orrow  and C om pany, Inc. 1987); J. 
M anchip W hite, E v e iy d a y  L ife o f  the North A m erican  Indian  (N e w  York: B o o k  Club A ssoc ia tes, 1979);
L. M en gelkoch  and K. Nerburn, eds. N a tive  A m erican  W isdom  (San Rafael: N e w  W orld  Library, 1991); 
M .G . Charleston, ed., Tradition a n d  E ducation : Tow ards a Vision o f  o u r F uture  (Territory o f  A kw esasne,
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stories, and formal ritualized ceremonies were educational systems begun during the 

child’s earliest days.64 Proper behaviour was instilled largely by indirect and non- 

coercive means using embarrassing warning stories about someone else rather than 

physical punishment or loss o f  privileges consistent with the ethic o f  non-interference. 

Indigenous societies was distinguishable from the European in “a number o f  ways, one 

o f  which was their insistence on individual autonomy, the avoidance o f  imposing one’s 

will on another individual in any but the most extreme situations.”65 The respect for 

autonom y was extended to all members o f  the community perm itting a great scope for 

self-expression and the prevention o f  direct, coercive techniques o f  behaviour 

modification.66

Discourse on public education excludes indigenous learning ways in phrases that 

make a distinction between education and schooling;67 they create separate spaces as if

H am ilton’s Island, Sum m erston: N ational Indian Brotherhood, A ssem b ly  o f  First N ations, 1988); J. W. 
Friesen, P eop le , C ulture, a n d  L earn ing  (Calgary: D etse lig  Enterprise, 1977).
M J.R. M iller, S h in g w a u k ’s  Vision: A H istory  o f  N a tive  R esid en tia l Schoo ls  (Toronto: U niversity  o f  
T oronto Press, 1997), indicates that these were all part o f  “the three Ls” com m on ly  shared by the 
heterogeneous ind igenous com m unities “without doing v io len ce  to the ind ividualism  o f  the groups as an 
A boriginal system  o f  education, p. 16. A lso  see  Rupert R oss, D a n cin g  w ith  a  G host: E xploring  Indian  
R ea lity  (Markham: R eed B ooks, 1992); and R eturn ing to the Teachings: E xp lorin g  A bo rig in a l Justice  
(Toronto: Penguin B ook s 1996); P. W ilson, “Trauma o f  S iou x  Indian H igh  S ch oo l Students,” 
A n th ro p o lo g y  a n d  E ducation al Q u a rter ly  22 (19 9 1 ):3 6 7 -3 8 3  and; Clare C. Brant, “N ative Ethics and 
R ules o f  B ehaviour,” C anadian  Jou rn a l o f  P sy ch ia tiy  35, 6, A ugust 1990:534-538 .
65 J.R. M iller, 19.
60 M iller contends that the sanctions used w ere em barrassm ent and ridicule, som e say  sham ing w hich  
generally  is espoused  w ithout being  defined, as i f  it were obvious what w as meant, how ever, sham ing  
w ill be d iscussed  later and I argue that sham ing is a Euro-Canadian interpretation o f  what was actually  
happening. W hen I ask indigenous people to provide a word or words for the concep t o f  sham ing all the 
individuals (from  different Indigenous groups) I have interview ed do not have a word or particular words 
for this idea. B ecause they speak E nglish  and know  what it m eans in E nglish  or have experienced  
sham ing in residential schools they are eventually  able to construct som e phraseology to represent it. M y  
argum ent is that i f  sham ing were an integral part o f  the culture then there w ou ld  be sp ecific  words in the 
language to express it -  in other words, the speaker w ould  not have to construct language for its 
expression. It a lso  seem s to m e, to be d iscussed  later, w hen w e understand what sham ing is, it is 
diam etrically contrary to the inherent principle o f  non-interference, w h ich  is generally  recognized as an 
indigenous principle.
67 J.R. M iller 15.
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they were not one and the same process with the same result, learning. This hidden 

space becomes obvious when we examine the history o f  education from an indigenous 

cross-cultural perspective. The administration o f  education and its pedagogy creates a 

relationship between not grandfather or grandmother and grandchildren, uncle and aunt, 

and cousins 68 but teacher and student in the process o f  learning. A learning relationship 

o f  power, authority, and indifference permitting the teachers to treat the student 

differently than they would children in a different setting.69 The indigenous population 

(the other dangerous group -  defined as the Indian problem) until recently was not often 

mentioned as part o f  the Canadian history o f  education and provides a striking example 

o f this process o f  administrative inculcation. Familiar themes are evident in the 

literature; “Their education must consist not merely o f  the training o f the mind, but o f  a 

weaning from habits and feelings o f  their ancestors, and the acquirements o f the 

language, arts and customs o f  civilized life.”70 The convergences o f  the

68 Traditional Indigenous so c ieties  were structured around the unique interrelationships and 
intrarelationships the ex isted  am ong fam ily, extended fam ily, clan, band, and tribe. T he kinship structure 
em bodied a network o f  valued relationship where large extended fam ilies, and the child , h igh ly  valued  
occupied  a central p lace, where maternal and paternal grandparents, uncles, aunts, and cousins all took an 
active part in child  rearing; as w ell as the general com m unity. T hese kinship relationships did not 
necessarily  have to be b lood  relationships. See P. Lucas, “H ealing R esidential W ounds,” Kahtou, 7 ( 1 5 )  
(1 9 8 9 ); C. L ew is, Indian F am ilies o f  the North W est C oast: The Im pact o f  C hange  (C hicago: University  
o f  C hicago Press, 1970); R. Fischler, “C hild A buse and N eg lec t in A m erican Indian C om m unities,” C hild  
A buse a n d  N eg lec t  9. 1 (1985); and T. Cross, “D raw ing on Cultural Tradition in Indian Child W elfare  
Practice,” S o c ia l C asew ork  67 (1986).
M J.D. Claire, N orth A m erican Indian life  (H auppauge, N Y : Barron’s Educational Series, Inc. 2000); A. 
Hungry W o lf  and B . Hungry W olf, C hildren o f  the Sun: S tories by  a n d  a b o u t Indian K id s  (N ew  York: 
W illiam  M orrow and Com pany, Inc. 1987); M. Stotter, Step  into the W orld o f  N orth A m erican  Indians 
(London: Lorenz B ook s 1999); J. M anchip W hite, E v e ty d a y  L ife o f  the N orth  A m erican  Indian  (N ew  
York: B ook  Club A ssociates 1979); A ssem b ly  o f  First N ations, “Breaking the S ilence: A n Interpretive 
Study o f  R esidential S chool Im pact and H ealing as Illustrated by the Stories o f  First N ations Individuals,” 
(First N ations H ealth C om m ission , Ottawa: 1994); S. Fournier and E. Crey, Sto len  fro m  o u r E m brace  
(Toronto: D ouglas and M cIntyre 1997); L. Jaine, ed., R esiden tia l Schools: The Stolen  Years (Saskatoon, 
SK: Saskatoon U n iversity  E xtension Press 1993); B . Johnstone, Indian S ch o o l D a ys  (Toronto: K ey  Porter 
B ooks 1988); and R. Teichrob, F lo w ers on m y  G rave: H o w  an O jib w a  B o y ’s  D eath  H elp ed  to  B reak  the  
S ilen ce  on C h ild  A buse  (Toronto: Harper C ollins 1997).
70 C. H aig-B row n, R esistan ce  a n d  R enew al: S u rv iv ing  the Indian R esid en tia l S ch oo l (Vancouver: Arsenal 
Pulp Press 1998), 29.
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institutionalization o f education are exemplified in the Indian Act o f  1876. “The great 

aim o f  our legislature has been to do away with the tribal system and assimilate the 

Indian people in all aspects with the inhabitants o f  the Dominion, as speedily as they are 

fit for the change,”71 The government felt that Prime M inister John A. M acdonald policy 

o f assimilation could only be implemented by completely removing the children from 

the influences o f  their kinship relations.72 Not only were Indigenous children educated 

separately from the dominant society, they were also educated away from their own 

culture. In this setting, isolated culturally and geographically, the task o f  the residential 

school system was to ensure the systematic formalized transmission o f  the dominant 

society’s values, skills, culture, religion, and language. Asiniwaciaw Iskw ew 's  story 

(which is all too common in indigenous societies) dramatically illustrates the plight o f 

indigenous people(s) in public education.

7 ?
Yet, the Hawk dream, reminded me o f  my own vision quest (Hambleckeyapi) . 

I learnt that we are never alone, that we each have a guardian spirit (Mya) that guides 

and protects us through life’s challenges, if  we learn to pay attention. It is this spirit that 

develops our resistance and resilience to the harshness o f living in the world. It makes

71 R .D . Francis, R. Jones, and D .G . Sm ith, D estin ies: C anadian H is to ry  s in ce  C onfedera tion  4 lh Ed., 
(Toronto: Harcourt, 2000), 63-64.
72 B . M cK ensie and P. H udson, "A boriginal Children, C hild W elfare, and the C olon ization  o f  Aboriginal 
Children,” in The C hallen ge o f  C h ild  W elfare, K.L. Levitt and B . W harf, eds. (Calgary, AB: U niversity o f  
Calgary Press, 1985).
73 There are a number o f  purposes and interpretations o f  the v ision  quest cerem ony including as a rite o f  
passage, as a search for your purpose in life , and as a rebirth, but it is u ltim ately about suffering and 
learning about w ho you are. In its traditional Lakota and Dakota form  (m y  experience), one is placed in 
the w ildn ess naked with only a blanket for protection without food or water for four days to understand 
tlirough hardship, and privation, thus the ideal is hum ility, peace and harm ony w ith all. O ne not only  
learns about oneself, but learns that one is not alone but related to all things and that life  has a purpose 
that one is expected  to act on. For som e m ay have an experience like those docum ented in J. E. Brown, 
The S a cred  P ip e: B lack  E lk ’s  A ccou n t o f  the Seven R ites o f  the O g la la  Sioux  (Norm an, OK: U niversity o f  
O klahom a Press, N orm an Publishing, 1989 [1953]); J.G. Neihardt, B lack  Elk S peaks  (L incoln: U niversity  
o f  Nebraska Press, 1961 [1932]); T .E. M ails, F ools C row . (L incoln: U n iversity  o f  N ebraska Press, 1990);
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us aware o f  who we are as autonomous beings and that we m ust develop self-restraint 

and do no intentional harm on our earth walk to becoming human beings.

and M . Sandoz, C ra zy  H orse: The S tran ge  M an o f  the O g la las  (L incoln: U n iversity  o f  N ebraska Press, 
1992 [1942]).
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H e a r  mB, s ix  p o w e rs  of th e  e a r th  - 1 am  y o u r  re la tiv e !
Give mB th e  w isd o m  to  w alk  th e  s o f t  e a r th ,  a  re la tiv e  to  all th a t  Isl 

Give m e  th e  e y e s  to  s e e ,  th e  s t r e n g th  to  u n d e r s ta n d ,  an d  th e  h e a r t  to  fee l, th a t  I m ay  b e  like you. 
With y o u r  e n e rg y  only c a n  I fa c e  th e  w inds.
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The West

The W est ( Wiohpeyata) the direction where the light goes 
down and Wakinya the power that emerges from thunder and 
lightning, a Thunder Being where the black clouds that 
constitute the thunderstorm seem to fly toward us, usually 
from the west. As it approaches we can see lightning and hear 
the thunder that can bring floods, lightning strikes and has the 
ability to bring fear to the individual. It has the power to 
destroy. It also has the power to bring life-giving rains that 
cause things to sprout and grow and in this sense it is the 
preserver and creator o f  life. In human terms this twin aspect 
as destroyer and creator may be interpreted as a 
transformation process where the old way o f  being dies and a 
new way o f being is created.

It is a cool day today, minus seventeen below zero Celsius; I am preparing for 

the inipi (sweat lodge). This is a familiar place; it is home. The lodge away from the 

distractions o f  living in a modern urban world, the home I never had as a child. The pipe 

is being filled, a sacred time. A raven flies over the lodge and caws at the moment that 

tobacco is being placed in the bowl. I heard the wooph ... wooph ... wooph o f  her 

wings as she flies west (Wiohpeyata) to east ( Wiyoheyapata), from darkness to light, a 

time o f  transformation. We stand naked; there is no shame in this nakedness, waiting to 

enter the womb o f  m other earth. We crawl through the west door, the heyoka door, the 

way o f the contraries. We enter humbly and with gratitude to the grandfathers and the 

grandmothers for these sacred ways. We come to suffer for peace, good health, and 

happiness for all people. This is a place o f  healing, renewal, and community. I think o f  

the west door, facing west into the storm o f destruction and creation. The storm clouds 

bring feelings o f fear o f its destructive power ( Wakinya) and feelings o f  joy  for its 

creative power ( Wakinya) and the anticipation o f  transformation. I return to the images
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o f  the Crow moments as the budding artist; how those dark episodes were filled with 

dark clouds o f  fear and as the child I did not realize the unintended transform ation that 

was taking place, the resilience and resistance that I was developing to face their thunder 

and lightning. Today I have no fear, only a burning desire to understand. I transform 

into the grandfather Hawk, take flight to distance m yself from those dark moments o f 

the child artist, and from the dizzying heights I search the past from the present to 

construct an understanding o f  shaming in public education.

The word shame is so common-place in our vocabulary today that it rolls o ff our 

lips without a moment o f  thought as to what we are saying and what impact the words 

m ight have. W hat appears to be clear from a literature review o f  research on shame is 

that it is an elusive concept74 that, like other emotions, is not easily operationalized or

74 T he literature indicates that sham e and sham ing are pervasive in W estern soc iety . E xam ples have been  
presented in bib lical and c lassica l texts and have been m anifested in popular culture through the m edia  
and fiction, S. Rushdie, Sham e  (L ondon, UK: Jonathan Cape, 1983); A . Martin, Sham e a n d  D isg ra ce  a t 
K in g  A rth ur's C ourt (Stuttgart, Germany: K um m erle V erlag, G oppingen, 1984); T. Nasrin, Sham e: A 
N ovel (A m herst, N e w  York: Prom etheus B ooks, 1997); J. Braithwaite, C rim e, Sham e a n d  R ein tegra tion  
(Cam bridge, UK: Cam bridge U niversity  Press, 1989); G. K aufm an, The P sych ology’ o f  Sham e: T h eo iy  
a n d  T reatm ent o f  S h a m e-b a sed  Syn drom es  (N ew  York: Springer Publishing, 1989); and others suggest 
psychotherapy to treat what II. Lynd, On Sham e a n d  the Search f o r  Iden tity  (N e w  York: Harcourt, Brace  
and C om pany, 1958); and M Jacoby, Sham e a n d  the O rig ins o f  S elf-esteem  (N e w  York: R outledge, 1994) 
deem ed a personality trait indicative o f  a defective  self-esteem , A . Adler, G u id in g  the C h ild  on the  
P rin c ip les  o f  In d iv idua l P sychology , trans,, Benjam in G insbury (N ew  York: G reenberg, 1930); K.
Ilorney, The N eurotic  P erso n a lity  o f  O ur Time (N ew  York: Norton, 1937); O u r In ner C onflicts: A 
C onstru ctive  T h eo iy  o f  N eurosis  (N ew  York: Norton, 1945); and N eurosis a n d  H um an G row th : The 
S tru gg le  T ow ard  S e lf-rea liza tion  (N ew  York: N orton, 1950). J. Braithwaite (1 9 8 9 ) Crim e, Sham e an d  
R ein tegra tion . (Cam bridge, UK: Cam bridge U n iversity  Press) saw  sham e as an integral elem ent o f  social 
control and essential to the reintegration o f  crim inals. S . M iller, The Sh am e E xperien ce  (H illsdale, NJ: 
The A nalytic  Press, 1985) conceptualises sham e as a state o f  nuanced and rem em bered experiences that 
have sto len  the soul; also J. Bradshaw, H ealin g  the Sham e that B inds You (D eerfield  B each , FI: H ealth  
C om m unications, 1988) and R. A lbers, Sham e: A Faith P ersp ec tive  (N ew  York: T he H aworth Pastoral 
Press, 1995). For V . U nderland-R osow , Sham e: S p iritu a l Su icide  (Shorew ood , M N: W aterfold  
Publications, 1995), it is a system ic process o f  sham ing w hich underpins the abusive and addictive  
behaviours in our society . G. Piers and M Singer, Sham e a n d  G uilt (N e w  York: N orton, 1971) and P. 
Gilbert and B  A ndrew , Eds., Sham e: In terperson a l B ehaviour, P sych o p a th o lo g y  a n d  C ulture  (N ew  York: 
O xford U n iversity  Press, 1998) contextualized  sham e and sham ing as interpersonal behaviours set in a 
cultural p sychopathology. T heoretical and em pirical studies posit that sham e can operate at the leve l o f  
the individual, at the interpersonal relationship level, the group level, and even  at the cultural level w hich  
suggests that, unlike other phenom ena such as socia l anxiety, sham e has m eanings that go  beyond the 
personal. Sham e cannot therefore be seen on ly  as a se lf-con sciou s experience but as one that encapsulates
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a multitude o f  fields o f  study that relate to socia l interaction. H ow ever, it has on ly  in the last ten to fifteen  
years that sham e has been subject to system atic research and theory develop m en t P. Gilbert. W hat is 
Sham e? Som e Core Issues and C ontroversies, in P. Gilbert and B . A ndrew s, eds., Sham e: In terperson a l 
B ehavior, P sych opath ology>, an d  C ulture  (N ew  York: O xford U n iversity  Press, 1998), 3. There is a 
plethora o f  literature on sham e and guilt; how ever the focus o f  this d iscourse is on a se lection  o f  how  
different theorists and researchers, in the last forty or so  years have defined  and theorised about the 
phenom enon o f  sham e. The discourse excludes therapeutic p sych opath ology  in favour o f  a m ore 
concentrated exploration o f  the major them es identified  by sham e theorists and researchers, such as P. 
Gilbert, H um an N ature a n d  Suffering  (H ove, UK: Erlbaum, 1989), D ep ress io n : The E volu tion  o f  
P o w erle ssn ess  (N ew  York: G uilford, 1992); “The evo lu tion  o f  Socia l A ttractiveness and its R ole in 
Sham e,” B ritish Jou rn a l o f  M ed ica l P sych o lo g y  70  (1997): 113-147; “W hat is Sham e? Som e Core Issues 
and C ontroversies,” in P. Gilbert and B . Anderson, ed., Sham e: In terp erso n a l B ehavior,
P sych opa th o logy , a n d  C ulture  (N e w  York: O xford U niversity  Press, 1998), 3 -38; C. Schneider, Sham e  
E xposu re a n d  P r iva c y  (Toronto, ON: F itzhenny and W hiteside, 1977); H. L ew is, Sham e a n d  G uilt in 
N eurosis  (N ew  York: International U niversity Press, 1971); “N arcissistic  Personality or Sham e-prone  
Superego M ode,” C o m p a ra tive  P sych o th era p y  I (1980): 59-80; The R o le  o f  Sham e in Sym ptom  
F orm ation  (N ew  Jersey: Lawrence Erlbaum, 1987); M . L ew is, Sham e: The E x p o sed  S e lf  (N e w  York:
Free Press, 1992); “The E m ergence o f  Hum an E m otions,” in M . L ew is and J. M . H aviland, ed.,
H andbook  o f  E m otions  (N ew  York: G uilford Press, 1993), 22 3 -2 3 5 ; “S e lf-C on sciou s E m otions,” 
A m erican  S cien tist S3  (1995): 68-78; S. M iller, Sham e in C ontext (H illsda le , NJ: A nalytic  Press, 1996); 
“H um iliation and Sham e: Com paring T w o A ffect States as Indicators o f  N arcissistic  Stress,” Bulletin  o f  
the M enn in ger C lin ic  52 (1988): 40-51; The Sham e E xperien ce  ( H illsdale, NJ: T he A nalytic  Press,
1985,); D, N athanson, “Sham e, C om passion , and the “B orderline” Personality ,” P sych ia tr ic  C lin ics o f  
N orth A m erica  1 7 (1994): 7 8 5 -8 1 0 , Sham e a n d  P ride: Affect, Sex, a n d  the B irth o f  the S e lf {  N e w  York: 
N orton, 1992), The M any F aces o f  Sham e  (N ew  York: G uilford, 1987); S. Retzinger, “Sham e in the 
Therapeutic R elationship ,” in P. Gilbert and B . A ndrew s, ed ., Sham e  (N ew  York: O xford U niversity  
Press, 1998); “Identifying Sham e and Anger in D iscourse,” A m erican  B e h a v io ra l S c ien tist  38  (1995):
1104-1113; Violent E m otions: Sham e an d  R age in M a rtia l Q u arre ls  (N ew bury Park, CA: Sage, 1991); J. 
T angney, “C onceptual and M ethodological Issues in the A ssessm en t o f  Sham e and G uilt,” B eh a v io r  
Therapy a n d  R esearch  34  (1996): 741-754; “Sham e and G uilt in Interpersonal R elationsh ips,” in J.P. 
T angney and K. W . F ischer, eds., Self-C onsc ious E m otions: The P sy ch o lo g y  o f  Sham e, Guilt, 
E m barrassm en t a n d  P rid e  (N ew  York: G uilford Press, 1995); J. T angney, S .A . Burggraf, and P.E. 
W agner, “Sham e-proneness, G uilt-proneness, and P sych o log ica l Sym p tons,” in J.P. T angney and K. W. 
Fischer, eds., S elf-C onscious E m otions: The P sych o lo g y  o f  Sham e, G uilt, E m barrassm en t a n d  P rid e  
(N ew  York: G uilford Press, 1995); “Situational Determ inants o f  Sham e and G uilt in Y ou ng A dulthood .” 
P erso n a lity  a n d  S o c ia l P sych o lo g y  Bulletin 18 (1992): 199-206; “A ssessin g  Individual D ifferences in 
Proneness to Sham e and Guilt: D evelopm ent o f  the S e lf-co n sc io u s A ffect and Attribution Inventory,” 
Jou rn a l o f  P erso n a lity  a n d  S o c ia l P sych o lo g y  59  (1990): 1 0 2 -1 1 1; J. A verill, "A Contructivist V iew  o f  
E m otion,” in R. Plutchilc and I I. K ellerm an, eds., E m otion: T heoiy, R esearch , a n d  E xperien ce  (N ew  
York: A cadem ic, 1980); A nger a n d  A ggression : An E ssay  on E m otion  (N e w  York: Springer-Verlag, 
1982); “T he Socia l Construction o f  Em otion: W ith Special R eference to L ove ,” in K. G ergen and K. 
D avis, eds., The Socia  IC onstruction o f  the P erson  (N e w  York: Springer-V erlag, 1985); S. T om kins, 
“Sham e,” in D , N athanson, ed., The M an y F aces o f  Sham e  (N ew  York: G uilford Press, 1987); “A ffect  
T heory,” in P. Ekman, ed., Em otion in the H um an F ace  (Cam bridge, M A: Cam bridge U niversity Press, 
1982); “The quest for primary m otives: B iography and A utobiography,” Jou rn a l o f  P erso n a lity  an d  
S o c ia l  P sych o logy  41 (1981): 306-329; Affect, Im agery, C onsciou sness: The N eg a tive  Affects, Vol .2 
(N ew  York: Springer, 1963); Affect, Im ageiy , C onsciou sness: The N eg a tive  Affects, Vol. I (N e w  York: 
Springer, 1962); D . Nathanson, “Sham e, C om passion , and the “B orderline” Personality ,” P sych ia tric  
C lin ics o f  N orth A m erica  17 (1994): 785-810; Sham e a n d  P ride:A ffect, Sex, a n d  the Birth o f  the  S e lf  ( 
N ew  York: Norton, 1992); The M any F aces o f  Sham e  (N ew  York: G uilford, 1987); L. Brothers, F rid a y 's  
F ootprin t: H ow  S o c ie ty  Shapes the Human M in d  (N ew  York: O xford U n iversity  Press, 1977); P. Emad, 
“M ax Scheler’s P henom enology o f  Sham e,” P h ilo so p h y  a n d  P h en o m en o lo g ica l R esearch  32  (1972); 
361-70; A. Isenberg, "Natural Pride and Natural Sham e,''P h ilosoph y a n d  P h en o m en o lo g ica l R esearch, 
Sept. 10, 1949: 1-24; H. W allbott and K. Scherer, “Cultural Determ inants in E xperiencing Sham e and
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defined in theoretical terms75 and “it may well be that a ‘pure’ assessment o f

Guilt, in S elf-C onscious E m otions: The P sych o lo g y  o f  Sham e, Guilt, E m barrassm en t a n d  P ride, eds., J. 
T angney and K. Fisher, (N ew  York: G uilford Press, 1995) and others. T he core issue and controversies in 
sham e research ev o lv e  around a critical review  o f  their theories, defin ition , and m eth odolog ies. I draw on  
this b od y  o f  studies o f  sham e to aid m y understanding; how ever, m y  prim ary focus is  the so c io log ica l 
aspects o f  sham ing.
75 T he w ide variety o f  sham e theories are rooted in different sch o o ls o f  com peting thought that obscure a 
defin itive m eaning. T hey include psychoanalytic theories such as Jungian thought as interpreted by M. 
Jacoby, Sham e a n d  the O rigins o f  S elf-esteem  (N ew  York: R outledge, 1994); K ohutian se lf-p sych o logy  
[see H. Kohut, The R estora tion  o f  the s e l f (  N ew  York: International U n iversity  Press 1977); “Thoughts on  
N arcissism  and N arcissistic  R age,” in P. Ornstein, ed., The Search  f o r  the S e lf  (N e w  York: International 
U niversity Press, 1978); “Thoughts on N arcissism  and N arcissistic  R age,” in P sych o a n a ly tic  S tu dy o f  the  
Child 27 (1972): 360-400; “The A n alysis o f  the S e lf,” In tern a tion a l Jou rn a l o f  P sych o a n a lys is  (1971)];
A. M orrison, “The Eye Turned Inward: Sham e and the S e lf ,” in D .L . N athanson, ed., The M any F aces o f  
S ham e  (N ew  York: G uilford Press, 1987), 271-291; Sham e: The U n derside  o f  N arcissism  (H illsdale, NJ: 
A nalytic Press, 1989) and L. W urmser, The M ask o f  S h am e  (B altim ore, M D: The John H opkins Press, 
1981)] and various com pilations [see  M . Lansky, F athers w ho F ail: Sham e a n d  P sych o p a th o lo g y  in the 
F am ily  System  (N e w  York: A nalytic Press, 1992); “Sham e and the S cope o f  P sychoanalytic  
U nderstanding,” A m erican B eh a v io ra l S c ien tis t  38 . 8 (1 9 9 2 ), 1 076-1090]; R. Schenk and J. Everingham , 
M en H ea lin g  Sham e: An A n th o logy  (N ew  York: Springer Publish ing, 1995); S. M iller, Sham e in C ontext 
(H illsdale, NJ: A nalytic  Press 1996); “H um iliation and Sham e: C om paring tw o A ffect States as 
Indicators o f  N arcissistic  stress,” Bulletin  o f  the M enn in ger C lin ic, 52 (1 9 8 8 ), 40-51  and P M ollon,
“Sham e in R elation to N arcissistic D isturbance,” B ritish  Jou rn a l o f  M ed ica l P sych o logy , 57 (1 9 8 4 ), 207- 
214 . A lthough there is som e current Freudian thought about sham e, it p layed a m inor role in Freud’s 
drive theory and in defenses that m aintained civ ilization , gu ilt w as the prom inent focus [see  F. Broucek, 
“Sham e and its Relationship to Early N arcissistic  D evelop m en ts,” In tern a tion a l J o u rn a l o f  P sycho- 
A n alysis  63 (1991): 369-378] an interpretation where sham e is an inhibition to exhibition ism , Freudian 
concepts o f  developm ent theory [see  A. Freud, N orm ality  a n d  P a th o lo g y  in C h ildhood: A ssessm en t o f  
D eve lo p m en t (N ew  York: International Press 1965) and T he P sychoanalytic  Study o f  Infantile 
Disturbance. P sych o a n a lytic  S tu dy  o f  the C hild  2 (1 9 4 6 ), 119-132] innate patterning o f  instinctual drives 
w ere challenged by A . Sullivan, “T he Interpersonal T heory o f  P sychiatry,” H elen  S w ick  Perry and M ary 
Ladd G aw el, eds., (N ew  York: N orton, 1953); "C lin ical S tu d ies in P sych ia try , " H elen  S w ick  Perry,
M ary Ladd G aw el, and Martha G ibson , eds., (N ew  York: N orton, 1956) and B . K ell and J Burow, 
D eve lo p m en ta l C ounseling an d  Therapy  (B oston , M A: H oughton M ifflin  1970) interpersonal theory; W . 
R. D . Fairbairn’s, P sych oana lytic  S tu dies o f  the P erson a lity , London: R outledge and K egan Paul, 1966) 
and H, Guntrip, P erso n a lity  S tructure a n d  Human In teraction : The D eve lo p in g  Synthesis o f  
P sych odyn am ic  Theory  (London: Hogarth Press, 1961); S c h izo id  Phenom ena, O bject-re la tion , a n d  the 
S e l f  (N e w  York: International Press, 1969); P sych o a n a ly tic  Theoiy, Therapy, a n d  the S e lf  (N e w  York: 
B asic B ooks, 1971); object-relations theory, and S. T om kins, Affect, Im ageiy , C onsciou sness: The 
P o sitiv e  Affects, Vol. I (N ew  York: Springer 1962); Affect, Im ageiy , C onsciou sness: The N ega tive  
Affects, Vol. 2. (N ew  York: Springer, 1963); “The Q uest for Primary M otives: B io g ra p h y  an d  
A u to b io g ra p h y  Journal o f  P erso n a lity  an d  S o c ia l P sych o lo g y  41 (1981): 30 6 -3 2 9 ; “A ffect T heory,” in P 
Ekrnan. (E d.), E m otion in the H um an F ace  (Cam bridge, M A: Cam bridge U n iversity  Press, 1982); 
“Sham e,” in D. N athanson (Ed.), The M any F aces o f  Sham e  (N ew  York: G uilford Press, 1987) affect 
theory w hich  is the central focus for the core issues and controversies o f  sham e research. The current 
discourse is an affect theory [see G. K aufm an, The P sych o lo g y  o f  Sham e: T h eo iy  a n d  T reatm ent o f  
S h a m e-b a sed  S yndrom es  (N ew  York: Springer, 1989) and Sham e: The P o w er  o f  C arin g  (Cam bridge,
M A: Schenkm an, 1980); D . N athanson, Sham e a n d  P ride: Affect, Sex, a n d  the Birth o f  the S e lf  (N ew  
York: N o r to n l9 9 2 ); and S. T om kins, Affect, Im ageiy , C onsciou sness: The P o s itiv e  A ffects Vol. I (N ew  
York: Springer, 1962); Affect, Im agery, C onsciou sness: The N eg a tive  Affects, Vol. 2 (N e w  Y ork Springer, 
1963); “The Quest for Primary M otives: Biography and A utobiography,” J ou rn a l o f  P erso n a lity  an d  
S o c ia l P sychology> 41 , (1981): 306 -3 2 9 ; “A ffect T heory,” in P. Ekm an ed., E m otions in the H um an  Face 
(Cam bridge, M A: Cam bridge U n iversity  Press, 1982), J. M acCurdy, “T he B io lo g ica l S ign ificance o f
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dispositional shame can only be achieved by assessing shame o f  personal characteristics 

through direct questioning".76

B lushing and Sham e,” B ritish  Jou rn a l o f  P sych o lo g y  71 (1965): 19-59; “Sham e,” in D . Nathanson, ed.,
The M any F aces o f  Sham e  (N ew  York: G uilford Press, 1987); M  L ew is, Sham e: The E x p o sed  S e lf (  N ew  
York: Free Press, 1992) and cognitive-behavioural theories (A . B eck , G. Em ery, and R. Greenberg,
A nxiety D iso rd ers a n d  P h o b ia s: A C ogn itive  A pproach  (N ew  York: B asic  B ooks, 1985); E. K lass, “Guilt, 
Sham e and Embarrassment: C ognitive-behavioural A pproaches,” in  H. Leitenberg ed., H an dbook  o f  
S o c ia l a n d  E va lu a tive  A nxiety  (N e w  York: Plenum , 1990: 3 8 5 -4 1 4 ). W hile developm ental psychologists  
have d iffering ideas about the origins o f  sham e, [see K. Barrett, “A  F unctionalist A pproach to Sham e and 
Guilt, in J. T angney and K. Fischer eds., in S elf-con sciou s E m otions: The P sych o lo g y  o f  Sham e, Guilt, 
E m barrassm en t a n d  P rid e  (N ew  York: G uilford Press, 1995); D . N athanson, Sham e a n d  P ride: Affect,
Sex, a n d  the Birth o f  the S e lf  (N e w  Y  ork: N orton 1992) and The M any F aces o f  Sham e  (N ew  Y  ork: 
Guilford); A. Schore, A ffect R egulation  a n d  the O rig in  o f  the Self: The N eu ro b io lo g y  o f  E m otional 
D eve lo p m en t  (H illsdale, NJ: Erlbaum, 1994); M. L ew is, “The E m ergence o f  H um an E m otions,” in M. 
L ew is and J.M . H aviland ed., H andbook  o f  E m otions  ( N ew  York: G uilford Press 1993) 22 3 -2 3 5 , and 
“S elf-C onscious E m otions,” A m erican Scien tist, 83  (19 9 5 ), 68-78; D. Stipek, “The D evelopm ent o f  Pride 
and Sham e in T oddlers,” in J.P. T angney and K .W . F ischer eds., S elf-C on sciou s E m otions: The 
P sych o lo g y  o f  Sham e, Guilt, E m barrassm en t a n d  P rid e  (N ew  York: G uilford Press, 1995), 23 7 -2 5 2 . At 
the sam e tim e there are so c io log ica l and anthropological approaches to sham e that differ from  
psych olog ica l theory [D. Cohen, J. V andello , and K Rantilla, “T he Scared and the Social: Cultures o f  
Honor and V io len ce ,” in P. Gilbert and B ernice A ndrew s, (E ds.). Sham e: In terp erso n a l B ehavior, 
P sych opa th o logy , a n d  Culture (N ew  York: O xford U niversity  Press, 1998) 261-282; E. G offm an, 
B eh avior in P u b lic  P la ces: N otes on the S oc ia l O rgan iza tion  o f  G atherings  (N ew  York: Free Press,
1968); N . Lindisfarne, “Gender, Sham e, and Culture: A n  A nthropological P ersp ective ,” in P. Gilbert and 
B ernice A ndrew s, (E ds.) Sham e: In terperson a l B ehavior, P sych o p a th o lo g y , a n d  C ulture  (N ew  York: 
O xford U niversity Press, 1998) 2 4 6 - 260 , and T. Scheff, “Sham e in the L abelling o f  M ental Illness,” in P, 
Gilbert and B . A ndrew s, eds., Sham e  (N ew  York: O xford U niversity  Press, 1998); “Sham e and 
Conform ity: T he D eference-E m otion System , A m erican R ev iew  o f  S o c io lo g y , 53 (1987): 395-406; D, 
A usubel, “R elationships B etw een  Sham e and G uilt in the S o cia liz in g  P rocess,” P sych o lo g ica l R eview  62  
(1952): 37 8 -3 9 0 . Sham e has also been com ceptualized  and studied in terms o f  its com ponents and 
m echanism s, J. T angney, “Conceptual and M ethodological Issues in the A ssessm en t o f  Sham e and 
G uilt,” B ehaviou r Therapy and R esearch  34  (1 9 9 6 ), 741-754; “Situational Determ inants o f  Sham e and 
Guilt in Y ou ng A dulthood ,” P erso n a lity  a n d  S o c ia l P sych o lo g y  B ulletin  18 (1992): 199-206 , and 
“A ssessin g  Individual D ifferences in Proneness to Sham e and Guilt: D evelop m en t o f  the Se lf-con sc iou s  
A ffect and Attribution Inventory,” Jou rn a l o f  P erso n a lity  a n d  S o c ia l P sych o lo g y  59  (1990): 102-111. It 
has been studied as em otions, cognitions and b e lie fs about the se lf, behaviors and actions, evo lved  
m echanism s and interpersonal dynam ic interrelationships by A . B uss, Self-con sc iou sn ess a n d  Socia l 
A nxiety  (San Francisco, CA: W .H . Freeman and C om pany, 1980); M . F ossum  and M  M ason, F acing  
Sham e: F am ilies in R ecovery  (N ew  York: Norton, 1986) and J. Harper and M . H oopes, U ncovering  
Sham e: An A pproach  In tegra ting  Individuals a n d  th e ir  F am ily  S ystem s  (N e w  York: N orton, 1990),There 
are few  d iscussions o f  sham e in education w ith the exception  o f  references m ade by G. K aufm an, Sham e: 
The P o w er  o f  C arin g  (Cam bridge, M A: Schenkm an, 1980); The Psychology) o f  Sham e: T h eo iy  a n d  
Treatm ent o f  S h am e-based  Syndrom es  (N ew  York: Springer Publish ing C om pany 1989); E. A bell, and V. 
G ecas, “G uilt, Sham e and Fam ily Socialization: A  R etrospective Study,” Jou rn a l o f  F am ily  Issues  18. 2 
(1997): 9 9 -1 2 3 , and in doctoral dissertation by T . Spillane, An E x p lo ra to ry  S tu dy o f  P h y s ic ia n s ' 
E xperien ces o f  Sham e in the C ourse o f  th e ir Training. (A nn Arbor: M assachusetts S chool o f  Professional 
P sychology , UM I D issertation Service, 1995).
76 P. G ilbert and B . Andrew s, eds., Sham e  (N ew  York: O xford U niversity  Press, 1998), 49 . For a 
discussion  and a review  o f  the theoretical literature on sham e see Teresa F. Spillane, An E x p lo ra to iy  
Study o f  P h y s ic ia n s ' E xperien ces o f  Sham e in the C ourse  o f  th e ir Training  (A nn Arbor: M assachusetts 
S chool o f  P rofessional P sychology , U M I D issertation Service, 1995). For a d iscussion  o f  the attempts o f
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However we do have some common sense notions about shame. In social terms 

shame can be seen as designed to cause children to curtail behaviour through negative 

thoughts and feelings about themselves. It involves a comment -  direct or indirect -  

about what the child is. Shaming operates by giving children a negative image about 

themselves -  rather than about the impact o f their behaviour.77 There are numerous 

everyday examples o f shaming expressions such as: “You naughty boy!” “Y ou’re acting 

like a spoiled child!” “You selfish brat!” or “You cry-baby!” “Good little boys don’t act 

that way!” “Y ou’ve been a bad little girl!” “Grow-up!” “Stop acting like a baby!” “Big 

boys don’t cry!” “Toughen-up!” “D on’t be a sissy!’ and “Y ou’re hopeless!” “W hy can’t 

you be more like so-and-so?” “None o f  the other kids are acting like you are!”

7 0

“Shaming makes the child wrong for feeling, wanting and needing something.” 

According to Grille and M acGregor, shaming is very common and is considered by 

many to be an appropriate response by adults to teach the child the difference between 

right and wrong and between good and bad behaviour.79 A recent study o f  Canadian 

schoolchildren in Quebec, by Solomon and Serres, found that only 4% had not been the

socia l scientist to develop  a theoretical frame for the study o f  sham e, see  D. L. N athanson, The M any  
F aces o f  Sham e  (N e w  York: G uilford, 1987); E, Erikson, C h ild h o o d  a n d  S o c ie ty  (N e w  York: W W  
N orton, 1963); G. Piers and M .P. Singer, Sham e a n d  G uilt (N ew  York: N orton, 1971); W . H oblitzelle.
(1987). D ifferentiation and m easuring sham e and guilt: T he relationship betw een  sham e and depression  
in H .B . L ew is, ed., The R ole  o f  Sham e in Sym ptom  F orm ation  (N e w  Jersey: Lawrence Erlbaum, 1987),
207-235; II.M . Lynd, On Sham e a n d  the Search  f o r  Iden tity  (N e w  York: Harcourt B race, 1958); H .B .
L ew is, Sham e a n d  G uilt in N eurosis  (N e w  York: International U n iversity  Press 1971); S. Levin , “Som e  
M etapsychological C onsideration on the D ifferentiation B etw een  Sham e and G uilt,” In tern ation al 
Journal o f  P sych o a n a lys is  48  (196 7 ):2 6 7 -2 7 6 ; T.J. Scheff, “Sham e and Conform ity: T he deference  
E m otion System ,” A m erican  S o c io lo g ic a l R eview  53 (1 9 8 8 ):3 9 5 -4 0 6  and; L. W urm ser, The M ask  o f  
Sham e  (Baltim ore: Johns H opkins, 1981).
77 R obin G rille and B eth  M acG regor, “G o o d ’ Children -  A t what price? T he secret co st o f  sham e” 
S y d n e y ’s  C h ild  1 M ay 2 0 0 2 ,1  http://w w w .nospank.net/grille3.htm  and W . Craig, D . Pepler and R. Atlas, 
“O bervations o f  B u lly in g  in the P layground and in the C lassroom  S ch o o l,” P sych o lo g y  International 21.1  
(2 0 0 0 ):2 3 -3 6 .

R obin Grille and B eth  M acgregor, 1-2.
79 R obin G rille and B eth  M acgregor, 1-2,
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targets o f  their parents’ shaming, including “rejecting, demeaning, terrorising, criticising 

(destructively), or insulting statements.”80 What was also suggested from the research is 

that shaming is common and not restricted to “abusive” families but occurs in “nice” 

families and school environments. Verbal punishment relies on shame as the deterrent, 

in the same way that corporal punishment relies on pain with shaming as one o f the 

most common m ethods used to regulate children’s behaviour.81 “No one is born 

ashamed. It is a learned, self-conscious emotion, which starts at roughly two years o f 

age with the advent o f  language and self-image.”82

As I thought about shame as a learned behaviour, the video rewinds, evoking 

feelings, emotions, memories, and images o f  that child in the orphanage, so many years 

ago, who is about to be punished for some minor misdemeanour; two phrases come to 

mind: “I’m doing this for your own good!” and “I only have your best interests at 

heart!” and, o f  course, that look. That facial expression, you know, that look, 

indescribable, but you know it, As I think about that look, the video rewinds again to 

the emotions and images o f the young artist and shaming episode with Sister Michael 

Joseph. Instantaneously the video rewinds again to images o f  that slapping moment that 

was meant to teach what language was appropriate to speak in the orphanage. That look!

The look o f  disgust, creating feelings o f uncertainty and m istrust between the child and 

the care-giver, and student and the teacher.

80 R obin  G rille and B eth  M acgregor, 1-2. A lso  see  Ruth Solom on and Francoise Serres, “E ffects o f  
Parental Verbal A ggression  on C hildren’s S e lf-esteem  and S chool M arks,” C hild  A bu se  a n d  N eg lec t  2 3 .4  
(1999): 3 3 9 -3 5 1 . U sin g  the Harter Self-perception Profile for children questionnaire concerning their 
m others’ and fathers’ verbal aggression  towards them  and their use o f  physical punishm ent one hundred 
and forty-four 10-year-old children in Q uebec were researched. The researchers used sch oo l records to 
obtain the su b jects’ marks in French and M athem atics, The con clu sion  w as that the parental verbal 
aggression  alone contributes to low ering children’s se lf-esteem  and school achievem ent.
81 R obin G rille and B eth M acG regor, 1-2.
82 R obin G rille and B eth  M acG regor, 3
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I wonder how after all these years these thoughts not only trigger emotions I 

thought were under control but also evoke images that relive the shaming experience.831 

needed to construct an understanding o f how it is that these experiences are relived. 

Using multidisciplinary evidence, Schore suggests that primordial shame experiences 

not only play a central role in psychological development but in neurobiological human 

development as well.84 The studies describe “ the emergence o f  emotional states over the 

course o f infancy”85 and “neurobiological research suggests that these early emotional 

experiences are required for m aturation o f the brain in the first two years.”86 Using this 

multidisciplinary research, Schore demonstrates the “tight coupling between the

« R7
psychobiological processes that underlie attachment and shame dynamics.” Over the 

first year “the prim ary caregiver-infant relationship co-constructs a complex dynamic 

system o f mutual reciprocal influences that mediates the formation o f  an attachment 

bond within the dyad.”88 In Lakota terms this is Skan, an animating force or energy. He

83
See  Fridlund, A . Ekm an, P. and Oster, H. “Facial E xpressions o f  Em otion: R ev iew  

o f  Literature, 1 9 7 0 -1 9 8 3 ,” in N o n verb a l B eh a v io r an d  C om m unication. Eds., A . Seligm an and S. 
Feldstein, (H illsdale, NJ: Erlbaum, 1986); H. B. Lew is, sham e as an attachm ent em otion ,
"N arcissistic Personality or Sham e-prone Superego M ode,” C om p a ra tive  P sych o th era p y  1 (1980):
59-80 , M .D . S. A insw orth, Infancy in U ganda: Infant C are a n d  the G row th  o f  L ove  (Baltim ore: John  
H opkins U n iversity  Press, 1967) study that created the long-established principle that attachm ent is 
more than overt behaviour and is “built into the nervous system , in the course and as a result o f  the 
infant’s experience o f  his transactions w ith the m other” (4 2 9 ) and A llan  N . Schore, “Early Sham e  
Experiences in Infant Brain D evelop m en t” in Paul Gilbert and Bernice A ndrew s eds., Sham e: 
In terperson a l B ehaviour, P sych opa th o logy , a n d  C ulture  (N ew  York: O xford U n iversity  Press, 1998): 
57-77 , argues that “attachm ent transactions in the first year occur w ithin  attuned face-to-face  
interactions that generate increasingly higher levels o f  p ositive  affects, whereas socialization  
transactions in the second year invo lve  m isattuned face-to-face interactions that generate sham e and 
inhibit these sam e p ositive  states” (58).
84 A llan N . Schore, "Early Sham e E xperiences in Infant Brain D evelop m en t” in Paul G ilbert and Bernice  
A ndrew s eds., Sham e: In terperson a l B ehaviour, P sych opa th o logy , a n d  C ulture  (N ew  York: O xford  
U niversity  Press, 1998), 57.
85 A llan N . Schore, 57.
86 A llan N . Schore, 57.
87 A llan  N . Schore, 58,
88 A llan N . Schore, 58.
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describes this dyad as an “interactive mechanism that regulates the infant’s 

psychobiological states, thereby allowing the child to tolerate more intense and longer 

lasting levels o f heightened, yet modulated, arousal. This ontogenetic achievement, 

central to human development, enables the infant to experience very high levels o f the 

positive affects o f interest-excitement and enjoyment-joy by the end o f  the first year.”89 

Central to his research is early socioemotional development in the m aturation o f  sensory 

systems, o f  which visual experiences play a paramount role in social and emotional 

developm ent.90

The research indicates that the care-giver’s emotionally expressive face is the 

most potent visual stimulus in the infant’s environment, especially the eyes, and leads 

the child “to track it in space, and to engage in periods o f  intense mutual gaze.”91 The 

infant’s gaze evokes the care-giver’s gaze “thereby acting as a potent interpersonal 

channel for the transmission o f  reciprocal mutual influences” or face-to-face 

transactions which “mediate the dialogue.”92 “The facial mirroring exchanges “represent 

a transformation o f  inner events.”93

To transform the communication, “the [care-giver] m ust be psychobiologically 

attuned not so much to the child’s overt behaviour as to the reflections” o f the child’s

89 A llan  N . Schore, “Early Sham e E xperiences in Infant Brain D evelop m en t” in Paul G ilbert and Bernice  
A ndrew s eds., Sham e: In terperson a l B ehaviour, P sych opa th o logy , a n d  C ulture  (N e w  York: O xford  
U niversity  Press, 1998), 58
90 A llan N . Schore, 58. For a m ore detailed description o f  the research and d iscussion  o f  visual 
experiences see: R.P. H obson, “Through feelin g  and sight through s e lf  and sy m b o l,” in  U . N eisser, ed., 
The P e rc e iv e d  Self: E co log ica l a n d  In terperson a l S ou rces o f  S e lf-kn ow ledge  (N ew  York: Cam bridge 
U niversity  Press, 1993), 254-279; G .M . Preisler, “The D evelopm ent o f  C om m unication in B lind and in 
D e a f Infants -  Sim ilarities and D ifferences,” C hild: Care, H ealth  a n d  D e ve lo p m en t  21 (1995): 7 9 -110  
and K. W right, Vision a n d  S epara tion : B etw een M oth er a n d  B aby  (N orthvale, NJ: A ronson, 1991).
91 A llan  N . Schore, 58 -59 .
92 A llan N . Schore, 58-59 .
93 A llan  N . Schore, 60.
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internal state.94 “The human face is a unique stimulus whose features display 

biologically significant information, and as the [care-giver] and infant synchronize with 

each other’s temporal and affective patterns, each recreates an inner 

psychophysiological state similar to the partner’s.”95 In this dynamic system, “the 

crescendos and decrescendos o f the infant’s psychobiological state are in resonance with 

similar states o f crescendos and decrescendos, cross-modally, o f the [care-giver].”96 

Physics provides an understanding o f  resonance, where “a property o f  resonance is 

sympathetic vibration, the tendency o f one resonance system to enlarge and augment 

through matching the resonance frequency pattern o f  another resonance system.”97 

These are the inter-related aspects o f  Niya and Nagi. Stem refers to this augmenting 

effect as evident in the delight the infant displays in reacting to the care-giver’s playful, 

empathically attuned behaviour.98 It is now believed that “attachment relationship is 

essentially a regulator o f arousal, these regulatory processes are the precursors o f 

psychological attachment and its associated emotions, and that psychobiological 

attunement is the mechanism that mediates attachment bond formation”99 

interrelationships.

94 A llan  N . Schore, 60.
1,5 A llan  N . Schore, 60.
96 A llan  N . Schore, 60.
97 A llan N . Schore, 60,
98 D .N . Stern, The In terperson a l W ork! o f  the Infant (N ew  York: B asic  B ook s, 1985).
99 B . A . van der K olk , and R.E, Fisler, “C hildhood A buse and N eg lec t and L oss o f  Self-regulation ,” 
Bulletin  o f  the M enninger C lin ic  58  (1994): 145-168; M . A . H ofer, “H idden Regulators in Attachm ent, 
Separation, and L o ss ,” M on ograph s o f  the S o c ie ty  f o r  R esearch  in C h ild  D eve lo p m en t  59 (1994): 192- 
207 , and T . F ield, “Attachm ent as P sychob io log ica l Attunem ent: B ein g  on  the Sam e W avelength ,” in M. 
R eite and T  Field, eds,, The P sych o b io lo g y  o f  A ttachm en t a n d  S epara tion  (Orlando: A cadem ic Press, 
1985), 415 -4 5 4 ; and S. Petrovich and J. G ewirtz, “The Attachm ent Learning P rocess and its R elation to 
Culture and B io log ica l Evolution: Proxim ate and U ltim ate C onsiderations,” in  M . R eite and T. F ields, 
eds,, The P sych o b io lo g y  o f  A ttachm en t a n d  S epara tion  (Orlando, FI: A cadem ic Press, 1985), 2 59-291 .
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Particularly significant in Schore’s research is that vision is central to imprinting, 

the learning mechanism that underlies attachment form ation.100 Vision is central to the 

establishment o f a primary attachment to the care-giver, and imprinting is the learning 

mechanism that underlies attachment bond formation. Imprinting involves a state of 

mutually entrained central nervous system (CNS) propensities synchronized between 

sequential infant-maternal stimuli and behaviour at the neurobiological level.101

In Trevarthen’s studies, maternal-infant stimuli and behaviour are described as 

protoconversations, the interactive mechanism by which older brains engage with 

mental states o f awareness, emotion, and interest in younger brains.102 As interpreted by 

Schore, the coordination o f  eye-to-eye messages as channels o f comm unication 

encompass auditory vocalization and tactile and body gestures. “A traffic o f  visual and 

variations in pitch, rhythm, and auditory stress that convey affect signals induce instant 

emotional effects; excitement and pleasure are amplified within the dyad.” 103 This 

amplification and resonance o f  the dyad “ultimately permits the intercoordination o f 

positive affective brain states.” 104 Trevarthen’s study is seen by Schore to “underscore 

the fundamental principle that the baby’s brain is not only affected by  these transactions, 

but also that its growth literally requires brain-brain interaction and occurs in the context

100 For a m ore detail and technical d iscussion, see J. B ow lby , A ttach m en t a n d  L oss: Vol. I A ttachm ent 
(N ew  York: B asic  B ook s, 1969) and “Attachm ent and L oss,” in M . M asud and R. K han, eds., Separa tion  
a n d  A n g er 2. P sych o-A n alytica l L ib ra ry  95  (London: Hogarth Press, 1973).
101 See S. B . Petrovich, and J. L. G ew irtz, “The Attachm ent Learning P rocess and its R elation  to Culture 
and B io lo g ica l Evolution: Proxim ate and U ltim ate C onsiderations,” in M . R eite and T. F ields, eds., The 
P sych o b io lo g y  o f  A ttachm en t a n d  Separa tion  (Orlando: A cadem ic Press, 1985), 2 5 9 -2 9 1 ,
102 C. Trevarthen, “The S e lf  Born in Intersubjectivity: The P sy ch o lo g y  o f  an Infant C om m unicating,” in 
U. N eisser, ed,, The P erce ived  Self: E co log ica l an d  In terpersonal S ou rces o f  S e lf-k n o w led g e  (N ew  York: 
Cam bridge U n iversity  Press, 1993), 121-173.
103 A llan  N . Schore, “Early Sham e Experiences in Infant Brain D evelop m en t” in Paul G ilbert and Bernice  
A ndrew s eds., Sham e: In terpersonal B ehaviour, P sych opa th o logy , a n d  C ulture  (N e w  York: Oxford  
U niversity  Press, 1998), 60-61.
104 A llan N . Schore, 61.
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o f a positive affective relationship between [the care-giver] and infant.” 105 In fact “the 

affective regulations o f brain growth” are embedded in the context o f an intimate 

relationship and that they promote the development o f  cerebral circuits that mature near 

the end o f the first year o f life.106 Schore concludes that “attachment experiences, face- 

to-face transactions between care-giver and infant, directly influence imprinting, the 

final circuit wiring o f this system.” 107 Research now shows that “activity o f  the 

orbitofrontal cortex, an area which contains neurons that specifically respond to the 

emotional expressions o f faces, is directly associated with attachment functions” and 

that the cortical region “plays an essential role in the processing o f  social signals 

necessary for the initiation o f  affiliative behaviour and in the pleasurable qualities o f 

social interaction.” 108 It is now thought that “the emotional experience o f  the infant 

develops through the sounds, images, and pictures that constitute much o f  the infant’s 

early learning experience, and are disproportionately store or processed in the 

visuospatial right hemisphere during the formative states o f  brain ontogeny.” 109 By the 

end o f  the first year, “a period when the infant begins to toddle and explore the world,

105 A llan  N . Schore, 61.
106 A llan N . Schore, 61 -62 .
107 A llan N . Schore, “Early Sham e Experiences in Infant Brain D evelop m en t” in Paul Gilbert and Bernice  
A ndrew s eds., Sham e: In terperson a l B ehaviour, P sych opa th o logy , a n d  C ulture  (N ew  York: Oxford  
U niversity Press, 1998), 62.
108 A llan N . Schore, 63. See S.P.O . Scalaidhe, F, W ilson, and P. G oldm an-R akic, “A  Real Segregation o f  
F ace-processing Neurons in Prefrontal Cortex,” S cien ce  278 (1997): 113 5 -1 1 3 8 , and H .D . Steklis and A. 
K ling, “N eurob io logy  o f  A ffd ia tive  B ehaviour in N onhum an Prim ates,” in M . Reite and T. F ield , eds., 

The P sych o b io lo g y  o f  A ttachm ent a n d  S epara tion  (Orlando: A cadem ic Press, 1985), 36 7 -1 3 4 .
109 A llan N . Schore, 64. A lso  see  D . Falk, C. Cheverud, J. Vannier, M . Ilelm kam p, and L. K onigsberg., 
“Cortical A sym m etries in Frontal L obes o f  R hesus M onkeys (M acaca m ulatta),” Brain R esearch  512  
(1990): 40 -4 5 ; C. Chiron, I. Jambaque, R. Lounes, A . Syrota, and O. D ulac, “T he R ight Brain  
H em isphere is Dom inant in H um an Infants,” Brain  120, (1997): 1057-1065; M , Sem rud-C likem an and 
G .W . H ynd, “Right H em isphere D ysfunction  in N on-verbal Learning D isab ilities: Socia l, A cadem ic, and 
A daptive Functioning in A dults and Children,” P sy ch o lo g ic a l B ulletin  107 (1990): 196-209; H. Barbas, “ 
A natom ic B asis o f  C ogn itive-em otional Interactions in the Primate Prefrontal cortex ,” N eurosc ience  an d  
B io b eh a vio ra l R eview s  19 (1995): 499 -5 1 0 ; and B , B eeb e and F.M . Lachm an, “T he Contribution o f
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the child can access internal working models o f the infant’s transactions w ith the 

primary attachment figure in order to appraise self and other in encounters with the 

social and physical environments.” 110

At this time in an “optimal growth-promoting environments, the interactive 

mechanism for generating positive affect becomes so e ffic ien t.. .the infant 

.. .experiences very high levels o f elation and excitement.” 111 The research indicates that 

at about ten months the socioemotional environment o f  the caregiver-infant dyad 

changes dramatically. For the first ten months or so ninety percent o f  maternal 

behaviour consists o f affection, play, and care-giving. “In sharp contrast, the [care-giver 

o f  the thirteen to seventeen month-old] toddler expresses a prohibition on the average o f 

every nine minutes.” 112 In the second year the change is dramatic, the care-giver’s role 

changes from a primarily care-giver to a socializing agent, as the child m ust be 

persuaded “to inhibit unrestricted exploration, tantrums, bladder and bowel functions; 

activities they enjoy.” 113 It is at this time, Schore’s multidisciplinary development data 

suggests that shame makes its initial appearance, at around fourteen to sixteen 

m onths.114

In the ambulatory state the infant can now physically separate from the care­

giver and explore the realms o f the physical and social environment and return from 

these forays o f  exploring and attempts to master to the care-giver, but now Schore

M other-Infant M utual Influence to the O rigins o f  Self-and-O bject R elationships,” P sych o a n a ly tic  
P sych o lo g y  5 (1988): 305-337 .
Ilu A llan  N . Schore, 64.
111 A llan  N . Schore, 64.
112 A llan  N . Schore, “Early Sham e E xperiences in Infant Brain D evelop m en t” in Paul G ilbert and B ernice  
A ndrew s eds., S h am e: In terpersonal B ehaviour, P sych opa th o logy , a n d  C ulture  (N e w  York: O xford  
U niversity  Press, 1998), 64.
1,3 A llan  N . Schore, 64.
114 A llan N . Schore, 64.
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argues, “More than any time previously, these reunions can engender interactive 

stress.” 115 Upon the infant’s return, expecting “sparkling-eyed pleasure” the toddler is 

suddenly and unpreparedly confronted with the “unexpected noncooperating o f  the 

mirroring object.” 116 It is at this point that the face-to-face encounters that were once 

joyful experiences now become the “principal context for stressful shame 

experiences” 117 -  the initiation o f the shaming experience. To socialize the child, the 

care-giver now engages in affect regulation using one very specific inhibitor o f 

accelerating pleasurable emotional states -  Sham e.118 The shame experience is 

intimately associated with “unfulfilled expectations triggered by an appraisal o f  a 

disturbance in facial recognition, the m ost salient o f nonverbal comm unication.” 119 

Schore, using Riess’ study, states, “reciprocal gaze behaviour ... acts as a 

powerful mediator o f  affect attunement, but also transmits misattunement, because the 

feedback system carries within it the potential o f  mutual gratification as well as 

frustration.” 120 In this instance the facial display does not convey mirroring, but 

disgust.121 The disgusted face, according to Lewis, is widely used in the socialization o f

115 A llan  N . Schore, 65.
116 A llan  N . Schore, 65. S ee  R.N. Em de, “D evelopm ent Term inable and Interm inable: 1. Innate and 
M otivational Factors from  Infancy,” In tern ation al Jou rn a l o f  P sych o -A n a lys is  69  (1988): 2 3 -4 2 , and H. 
K ohut, “T houghts on N arcissism  and N arcissistic  R age,” in P. O rnstein, ed., The S earch  f o r  the S e lf  
(N ew  York: International U niversity Press, 1978).
117 A llan N . Schore, 65.
118 W hat S c h e ff  calls “ the primary social em otion” acts as a sp ec ific  inhibitor o f  the activated ongoing  
affects o f  interest-excitem ent and enjoym ent-joy and uniquely reduces se lf-exp osure  or exploration  
pow ered by these p ositive  affects appears supported by the C o o ley -S ch e fF s  conform ity  conjecture. T. J. 
S cheff, “Sham e and Conform ity: T he D eference-em otion  System ,” A m erican  R ev iew  o f  S o c io lo g y  53
(1988): 397 and S T om kins, Affect, Im ageiy , C onsciou sness: Vol.2. The N eg a tive  A ffects  (N ew  York: 
Springer 1963).
119 A llan  N . Schore, “Early Sham e Experiences in Infant Brain D evelop m en t” in Paul Gilbert and B ernice  
A ndrew s eds., Sham e: In terpersonal B ehaviour, P sych opath ology’, a n d  C ulture  (N ew  York: O xford  
U niversity  Press, 1998), 65.
120 A . R iess, "The M other’s Eye: For Better and For W orse,” P sych o a n a ly tic  S tu dy  o f  the C h ild  33  
(1978): 382.
121 A llan  N . Schore, 65.
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children although parents are often unaware that they are producing it during 

behavioural interaction with children.122 In other words, “in the prototypical object 

relation o f shame, a separation response is triggered in the presence o f  and by the [care­

giver], who spontaneously and unconsciously blockades the child’s initial attempt to 

emotionally reconnect with [the care-giver] in a positive affective state.” 123 When the 

mother does not reinitiate physical contact and a mutual resonance gaze, a negative 

affect is transmitted.

This is the definitive act that differentiates for me shaming and non-shaming 

initiation to modify social behaviour. I f  positive contact (a friendly, understanding, 

visual and physical brace) is restored shortly after the behaviour episode, then shaming 

is not initiated, yet the child still learns how to modulate these stressful experiences.

Sister M ichael Joseph’s refusal to speak to me during the rem ainder o f  the class is an 

explicit example o f a shaming episode. Schore goes on to state, “in direct contrast to the 

psychobiologically energized state, shame, an acutely painful stress-associated affect, 

triggers a rapid de-energizing state in the infant in which the deflated self, depleted o f 

energy, withdraws, recoils, and attempts to disappear from the view o f significant 

objects.” 124 Shame, as opposed to processes that promote and prolong contact 

facilitating merging with sources o f satisfaction, induces ending contact and halting 

arousal;125 “a switch from an attachment-affiliation or exploratory-assertive to an

122 See M . L ew is, Sham e: The E xposed  S e lf  (N e w  York: The Free Press, 1992).
123 A llan N . Schore, 65 -66 .
124 A llan N . Schore, “Early Sham e Experiences in Infant Brain D evelop m en t” in Paul Gilbert and Bernice  
A ndrew s eds,, Sham e: In terperson a l B ehaviour, P sych opa th o logy , a n d  C ulture  (N ew  York: Oxford  
U niversity Press, 1998), 65-66.
125 S ee  P.M. Knapp, “Purging and Curbing: A n Inquiry into D isgust, Satiety and Sham e,” Jou rn a l o f  
N ervous a n d  M en ta l D isea se  144 (1967): 514-544 .
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aversive motivational functional system, shame stress thus precipitates a rapid and 

unexpected contraction o f the self.” 126

The critical point is the care-givers’ capacity to monitor and regulate their own 

affect.127 If  the caregiver is sensitive, responsive, and emotionally approachable, and re­

initiates a mutual gaze, the dyad is psychobiologically re-attuned, the shame energy is 

regulated, the attachment bond is re-established, and these events are stored within an 

“ internal working model” o f a secure attachm ent.128 W ith this kind o f  dyadic 

relationship and the care-giver’s capacity to m onitor and regulate their own emotional 

state in a positive affect interaction, there is no shame experience. W hen I consider the 

emotional state o f  the child and correct behaviour in a positive way, which is through 

modelling, removing the child from danger, and correcting through explanation, then 

positive affect is an external modification or socializing that maintains internal 

attachment. It teaches the child self-restraint through the experience o f  modulated 

emotion consistent with its previous attuned socioemotional environment.

On the other hand, if  the care-giver frequently humiliates, ridicules, and rejects 

the infant’s requests for comfort in stressful situations, the internal working model o f the 

care-giver is rejection and o f  the infant as being unworthy o f  help and com fort.129 Active 

parental participation in regulating the infant’s shame state is central to the child’s 

ability to cope or not cope with negative and positive affect.130 “Clinical observers note

12(1 A llan N . Schore, 66.
127 A llan  N . Schore, 67.
I2S A llan N , Schore, “Early Sham e E xperiences in Infant Brain D evelop m en t” in Paul Gilbert and Bernice  
A ndrew s eds., Sham e: In terperson a l B ehaviour, P sych opath ology, a n d  C ulture  (N ew  York: O xford  
U niversity  Press, 1998), 67.
129 A llan  N . Schore, 67.
130 A llan N . Schore, 66-67 .
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that failures o f  early attachment invariably become sources o f  shame, that impairments 

in the parent-child relationship lead to pathology through an enduring disposition to 

shame, and that early abuse engenders intense bodily shame.” 131 These clinical 

observations imply that shame is not inherent in human organisms but is an early 

developing inefficient capacity to autoregulate or interactively regulate the imprinted, 

potent affect that is “psychopathogenic.” 132 Therefore specific emotions such as shame 

and love are now understood to involve a distinctive “core relational them e” which are 

described as essentially person-environment relationships133 that are elicited by an 

appraisal o f actual or expected changes that are important to the individual.134 “Shame is 

directly related to visual phenomena; the core relational shame transaction becomes 

internalized in implicit, procedural memory as a visual stored image.” 135 Nathanson 

describes shame as “a biological system by which the organism controls its affective 

output so that it will not remain interested or content when it may not be safe to do so, 

or so that it will not remain in affective resonance with an organism that fails to match 

its patterns stored in memory” 136

131 A llan N . Schore, 67. A lso  see  G. Kaufm an, The P sych o lo g y  o f  Sham e: T h eo iy  a n d  T reatm ent o f  
S h a m e-b a sed  S yndrom es  (N ew  York: Springer, 1989); M. L ew is, Sham e: The E x p o sed  S e lf  (N e w  York: 
T he Free Press 1992); and B. A ndrew s, “B od ily  Sham e as a M ediator B etw een  A b usive  E xperiences and 
D epression ,” Jou rn a l o f  A bnorm al P syclio log)’ 104. 2 (1995): 277 -2 8 5
132 A llan N . Schore, 67.
133 See R .S. Lazarus, “Progress on  a C ognitive-M otivational-R elational T heory o f  E m otion,” A m erican  
P sych o lo g is t 4 6  (1991): 819-834 .
134 See N .M . Frijda, “T he Laws o f  E m otion,” A m erican  P sy ch o lo g is t  43  (1988): 34 9 -3 5 8 ,
135 A llan N . Schore, “Early Sham e Experiences in Infant Brain D evelop m en t” in  Paul G ilbert and Bernice 
A ndrew s eds., Sham e: In terperson a l B ehaviour, P sych opa th o logy , a n d  C u lture  (N ew  York: O xford  
U niversity  Press, 1998), 68.
136 D .L . N athanson, Sham e an d  P rid e: Affect, Sex, a n d  the Birth o f  the  S e lf (  N e w  York: N orton, 1992), 
140.
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W hen viewed from a human ethological,137 interdisciplinary, cross-cultural and 

empirical research perspective, shame is not a universal emotion as suggested by 

Greenwald and H arder.138 W hat appears to be hardwired into the brain’s neural circuitry 

by natural selection and social interaction are particular responses to environmental 

stimuli. Ethological research is supported and complemented by Schore, Tomkins, and 

Ekm an.139 According to Tomkins, affect is primarily facial behaviour and secondly a 

body behaviour, particularly an outer skeletal and inner visceral (an instinctual rather 

than from reasoned thinking) behaviour.140 Eibl-Eibesfeldt assigns visceral behaviour to 

an innate phylogenetically adaptive pre-programmed p ro cess ;141 “Just as an eye

137 Irenaus E ibl-E ibesfeldt, Human Etholog)>. (N ew  York: A ldine de Gruyter, 1989), defines e thology  as 
the b io lo g y  o f  hum an behavior, “I f  o n e ’s interests lies in the function o f  the underlying ph ysio log ica l 
m echanism s, then hum an ethology  becom es allied w ith traditional behavioral p h ysio logy . Here w e are 
dealing w ith an explanation o f  the proxim ate cause o f  a behavior pattern. . . .  the stim uli that trigger 
sp ecific  responses, how  the coordination for m uscle action is ach ieved ,” (4 ) that m otivates and terminates 
behavior. H um an ethology  can a lso  be seen as the b io lo g y  o f  hum an behaviour w ith the objective  o f  
elucidating the ph ysio log ica l m echanism s underlying behavior, the se lective  pressures to w h ich  the 
behaviour o w es its existence, behavioral developm ent in ontogeny, ph ylogeny, and cultural history o f  
hum an program m ing through ph ylogen etica lly  acquired adaptation (6 ), M . Chance, “A n  E thological 
A ssessm ent o f  E m otion,” in R. P lutchik and H. K ellerm an, eds., E m otion: T heoiy, R esearch , an d  
E xperien ce  (N e w  York: A cadem ic, 1980); Plutchik, R. Em otion: A P sych o evo lu tio n a iy  Syn th esis  (N ew  
York: Harper and R ow , 1980) and J. Fajans, “The Ups and D ow ns o f  D aining Personhood: 
E thnopsychology am ong the B ain ing ,” in G. W hite and J Kirkpatrick, eds., P erson , S e lf  an d  E xperience: 
E xploring  P acific  E thn opsych o log ies  (B erkeley, CA: U niversity  o f  California Press, 1985); “Sham e, 
Socia l A ction, and the Person A m on g the B ain ing,” E thos  Fall 1 1 . 3  (1983): 166-180 .
138 D .F. G reenwald and D.W . Harder, “D om ains o f  Shame: E volutionary, Cultural, and Psychotherapeutic  
A spects,"  in P. G ilbert and B. A ndrew s, eds., Sham e: In terpersonal B ehavior, P sych o p a th o lo g y , an d  
C ulture  (N ew  York: O xford U niversity  Press, 1998), 225-245 .
139 A llan  N . Schore, “Early Sham e Experience and Infant Brain D evelop m en t,” in P. Gilbert and B. 
A ndrew s eds., Sham e: In terperson a l B ehavior, P sych opa th o logy , a n d  C ulture  (N e w  York: Oxford  
U niversity  Press, 1998), 57-77; S . Tom kins, Affect, Im ageiy , C onsciou sness: The P o sitiv e  Affects, Vol. I 
(N ew  York: Springer, 1962); S. T om kins, Affect, Im agery, C onsciou sness: The N eg a tive  Affects, Vol. 2  
(N ew  York: Springer; 1963); and S. Tom kins. A ffect Theory, in P. Ekm an, ed. E m otion in the Human  
F ace  (Cam bridge, M A: Cam bridge U niversity Press, 1982).
140 S. Tom kins, Affect, Im agery, C onsciou sness: The p o s itiv e  Affects, Vol. I (N e w  York: Springer, 1962), 
205-206 .
141 Irenaus E ibl-E ibesfeldt. O rganism s are energy-acquiring system s w ith  a p ositive  energy balance. “The 
life processes are m aintained by the m ultiplicity o f  organism s and by those energy-acquiring system s  
develop ed  b y  them . Energetic process presupposes structures at its disposal that are adapted to the 
appropriate energy transformation. Each organism  m ust possess structures w ith w h ich  it can extract 
energy from the environm ent. T hese structures are adapted to the to the appropriate energy sources, that 
is, they are so  constructed that they can tap the sp ecific  energy sources and thus aid in the m aintenance o f  
the energy-acquiring system . T he environm ent is not on ly  the source o f  energy but a lso  the source o f  a
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develops through a process o f  self-differentiation as a direct result o f  developmental 

instructions encoded in its genes, so many behaviours develop.” 142 W ith regards to 

environmental factors, they “ include internal and external ones, and there is often some 

causal relationship between the two. External influences cause internal changes, and 

these likewise stimulate change in structure and behaviour as well.” 143 In other words, 

some o f the environmental factors are part o f  the genetically based developmental 

program s144 which are not instinctual but innate, being synonymous with 

phylogenetically adapted growth. In Tom kins’ work, affect theory or feelings are 

differentially activated by the density o f  neural firing or stimulation. The source o f 

neural firing can be either internal or external. For example, when the density o f  neural 

firing suddenly increases, human beings will startle, become afraid, or become 

interested; when neural firing reaches and maintains a high, constant level o f 

stimulation, in excess o f the optimal, the human being will respond with anger or 

distress. W hen neural firing suddenly decreases, the human being will laugh or smile 

with enjoyment. It is the suddenness o f  the decrease in stimulation that determines the

m ultitude o f  interfering and even harmful influences against w h ich  the organism  must protect itself. 
O rganism s m ust also repair dam age and be able to transform their positive  energy into the procreation o f  
their sp ecies. . . .  there are a multitude o f  adaptations that require energy investm ent, such as reproduction, 
growth, protection, and sim ilar tasks, w hich enter the balance as costs. Since organism s live  in an ever- 
changing environm ent, they must be able to m odify  their adaptations in response to these changes. This
m ay even  require changes in their basic construction. Thus a fin o f  a fish, as w ell as the m otor program
for its use, both develop  prior to hatching w ithin the egg , represent assum ptions about the environm ent in 
w hich the fish is  go ing  to live. A s a prerequisite for adaptation to occur, an interaction betw een  the 
adapted organism ic system  and its environm ent m ust take p lace. D uring phytogeny, variants o f  the 
phenotype, brought about by genetic changes, are tested b y  se lection  as to their adaptedness and the 
genotypes for adaptive traits retained, P hylogenetic adaptation is supplem ented b y  adaptation via learning  
and individual experience, and, in hum ans, also  via traditions.” (7 and 16).
142 Irenaus E ibl-E ibesfeldt, 7 and 16.
142 Irenaus E ibl-E ibesfeldt, 7 and 16.
144 S ee  H. Spem ann, E m bryonic  D eve lo p m en t a n d  Induction , (N ew  H aven: Y ale  U n iversity  Press, 1938) 
and R. W . Sperry, “H ow  the Brain G ets W ired for A daptive Function ,” in E. Tobach, L.R. A ronson, and 
E. Shaw , eds,, The B io p sych o lo g y  o f  D eve lopm en t (London: A cadem ic Press, 1971): 27 -4 4 .
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expressive movements o f the face that indicates the emotional states. Physiologically, 

the face can only express six emotions: surprise, fear, joy, sadness, disgust, and anger, 

that are universally recognized across cultures. 145 This research suggests that any other 

emotions such as shame or guilt or shyness are socially constructed from accepted 

language, theories, and treatment paradigms.

“Phenomenologically shame has been described as a self-conscious awareness 

that one is being viewed, or might be viewed, by others with an unflattering gaze.146 

Experiences o f  embarrassment, inadequacy, ridicule, and hum iliation are variants o f

145 See  studies by J. Panksepp, “T oward a General P sychob io log ica l T heory o f  E m otions,” B ehavoria l. 
B rain Science. 5 (1982): 4 0 7 -4 6 7 ; “M ood C hanges,” in J.A .M . Frederiks, ed ., H a n dbook  o f  C lin ica l 
N eurolog)’ 1. 45  (1985): 2 7 1-285; C.H. Hjortsjo, M a n 's F a ce  a n d  M im ic L anguage  (M alm o: 
Studentlitteratur, 1969); P. Ekm an and W .V, Friesen, U nm asking th e  F a ce  (E nglew ood  Cliffs, N.J.: 
Prentice Hall; 1975); “M easuring Facial M ovem ents,” E nvironm ental. P sych o logy . N o n verb a l B ehavior. 
1 (1976): 56-75; F a cia l A ction  C o d in g  System  (Palo A lto, C .A.: C onsu lting P sy ch o log ists Press, 1978), P. 
Ekman,. W  Friesen. and P. E llsworth,. Em otion in the H um an F a ce : G u ide lin es f o r  R esearch  a n d  an 
In tegra tion  o f  F eelings. N e w  York: Y ale U niversity Press, 1972 and Irenaus E ibl-E ibesfeldt, H um an  
E th o lo g y  (N e w  York: A ldine de Gruyter, 1989).
146 In soc io lo g ica l terms the theory o f  gaze has been expressed as The L o o k in g -G la ss Self. C .H . C ooley, 
H um an N ature a n d  S o c ia l O rd er  (N e w  York: Scribner, 1922 [1902]).
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shame.” 147 The other contrasting affect, guilt, “involves a feeling o f  remorse for what 

was done, or not done, that could harm another.” 148

Greenwald and Harder describe shame as a public experience 
o f exposure or possible exposure, whereas guilt is more an 
internal affair. Shame implies a reduction in one’s standing 
vis-a-vis others o f  conduct disapproved o f  by them. In contrast 
to guilt, where condemnation comes only from the self, shame 
makes the sufferer want to shrink away from others.149

This research not only clearly articulates shame as a learned behaviour but one that 

imprints images o f  those experiences that elicit particular responses that are identity 

shaping.

According to Wright and Morrison, although the origins o f  shame are dyadic and 

external, an experience o f being looked at by the other, it eventually becomes

147 D .F . G reenw ald and D .W , Harder, “D om ains o f  Sham e: E volutionary, Cultural, and Psychotherapeutic  
A sp ects ,” in P. G ilbert and B , A ndrew s, eds., Sham e: In terperson a l B ehavior, P sych o p a th o lo g y , an d  
C ulture  (N e w  York: O xford U niversity  Press, 1998), 226 . A lso  see  T . J. Ferguson, H. S tegge, and I 
D am huis, "Children’s Understanding o f  G uilt and Sham e,” C h ild  D eve lo p m en t  62  (1 9 9 1 ); 827-839; T. 
Ferguson, H. S tegge, and M. O lsen, "Guilt, Sham e, and Sym ptom s in Children,” D eve lo p m en ta l 
P sych o lo g y  35. 2 347-357; D. W, H aider, “Sham e and G uilt A ssessm ent, and R elationship o f  Sham e-and- 
G uilt Proneness to Psychopathology," in J. P. T angney and K. W . Fischer, eds., S elf-C on sciou s E m otions: 
The P sych o lo g y  o f  Sham e, Guilt, E m barrassm en t a n d  P rid e  (N ew  York: G uilford Press, 1991), 368-392;  
D, Harder, C. Cutler, and L. Rockart, “A ssessm ent o f  Sham e and G uilt and their R elationships to 
P sychopath ology ,” J o u rn a l o f  P erso n a lity  A ssessm en t 5 9  ( 1992): 584-604; S. F ischer, “Identity o f  two: 
T he P henom enology  o f  Sham e in Borderline D evelopm ent and Treatm ent,” P sych o th era p y  22  (1985)  
1 01-109; R. S. Lazarus, Em otion a n d  A dap ta tion  (N ew  York: O xford U niversity  Press, 1995); H. B. 
L ew is, Sham e a n d  G u ilt in N eurosis  (N ew  York: International U n iversities Press, 1971); J. L indsay- 
Hartz, J, de Rivera, and M. F. M ascolo , “D ifferentiating G uilt and Sham e and Their E ffects on 
M otivation,” in J. P. T angney and K, W . F ischer, eds., S elf-C onscious E m otions: The p sy c h o lo g y  o f  
Sham e, Guilt, E m barrassm en t a n d  P rid e  (N ew  York: G uilford Press, 1995), 274 -3 0 0 ; J, T angney, 
"Situational Determ inants o f  Sham e and G uilt in Y oung A dulthood ,” P erso n a lity  a n d  S o c ia l P sych o lo g y  
B ulletin  18 (1992): 199-206; F. W . W icker, G, C. Payne, and R. D . M organ, “Participant D escriptions o f  
G uilt and Sham e,” M otiva tion  a n d  E m otion  7 (1983): 25 -39 .
148 D .F . G reenwald and D .W . Harder, “D om ains o f  Sham e: Evolutionary, Cultural, and Psychotherapeutic  
A sp ects ,” in P. Gilbert and B. A ndrew s, eds., Sham e: In terperson a l B ehavior, P sych opa th o logy , an d  
C ulture  (N ew  York: O xford U niversity Press, 1998), 226.
149 G reenw ald et ah, p, 227.
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internalized as the se lf gazing inward.150 B y late infancy, the shame affect does not 

require the presence o f the other; it can now be activated by an internal im age.151 Schore 

and M orrison assert “that turning the potential control o f  shame inward is an important 

developmental step. Most important, because shame generally inhibits the expression o f 

emotion p e rse ,  the capacity to internally regulate shame allows for an ability to 

experience a broad range o f positive and negative affects.” 152 As such the “orbitofrontal 

system” acts as a recovery mechanism that “monitors and autoregulates the duration, 

frequency, and intensity o f  not only positive but also negative affect states, including 

stressful shame states.” 153 The literature discusses the recovery mechanism as producing

150 S ee  K. W right, Vision an d  S ep ara tion : B etw een M oth er an d  D ad. (N orthvale, NJ: A ronson, 1991) and 
A. M orrison, “The Eye Turned Inward: Sham e and the S e lf,” in  D .L . N athanson, ed ., The M any F aces o f  
Sham e  (N ew  York: G uilford Press, 1987), 271-291 .
151 See A . M orrison, Sham e: The U n derside  o f  N arcissism  (H illsdale, NJ: A nalytic  Press, 1989).
152 A llan N . Schore, “Early Sham e Experiences in Infant Brain D evelop m en t” in Paul G ilbert and Bernice  
A ndrew s eds., Sham e: In terperson a l B ehaviour, P sych opa th o logy , a n d  C ulture  (N e w  York: O xford  
U niversity Press, 1998), 68.
153A llan N . Schore, “Early Sham e E xperience and Infant Brain D evelop m en t,” in P. Gilbert and B. 
A ndrew s eds., Sham e: In terperson a l B ehavior, P sych opa th o logy , an d  C ulture  (N e w  York: O xford  
U niversity Press, 1998), 70. There is now  a large body o f  ev id en ce w hich ind icates that negative  
em otions activate and are m odulated by the right (not left) hem isphere. S ee  R. D avidson , P Ekman, C. 
Saron, J. Senulis, and W . Friesen, “Approach-W ithdrawal and Cerebral A sym m etry: E m otion E xpression  
and Brain P hysio logy: 1,” Jou rn a l o f  P erso n a lity  a n d  S oc ia l P sych o lo g y  58 (1990): 330-341; K. H eilm an  
and D . B ow ers 1990. “N europsycholog ica l Studies o f  E m otional Changes Induced by R ight and Left 
H em isphere S tudies,” in N . Stein, B. Leventhal a n d T . Trabasso, eds., P sych o lo g ica l a n d  B io lo g ica l  
A p p ro a ch es to E m otion  (H illsdale , NJ: Erlbaum 1990); W. H eller. “N eu ropsych olog ica l M echanism s o f  
Individual D ifferences in Em otion, Personality, and A rousal,” N eu ro p sych o lo g y  1  (1993): 4 7 6 -4 8 9 ; and 
A . N . Schore, “The Early O rganization o f  the N onlinear R ight Brain and the D evelop m en t o f  a 
P redisposition  to Psychiatric D isorders,” D eve lo p m en t a n d  P sych o p a th o lo g y  9 (1997): 59 5 -6 3 1 . This  
hem isphere, w hich contains a “prim itive affect system ” M. S. G azzaniga, The S o c ia l B rain: D isco verin g  
the N etw orks o f  the M ind  (N ew  York: B asic  B ooks, 1985) and a “nonverbal a ffect lex ico n ” o f  facial 
expressions, D . B ow ers, R. M. Bauer, and K. M . H eilm an, “The N onverbal A ffec t L exicon: T heoretical 
Perspectives from  N europsych olog ica l Studies o f  A ffect Perception ,” N eu ro p sych o lo g y  1 (1993).' 433-  
4 4 4 , is dom inant for the regulation o f  the autonom ic correlates o f  em otional arousal, K. M . H eilm an, H. 
Schw artz, and R. T. W atson, “H ypoarousal in Patients with the N eg lec t Syndrom e and Em otional 
Indifference,” N eu ro p sych o lo g y  7  (1977): 4 7 6 -4 8 9 . T hese data strongly su ggest that “prim itive, 
bio lo g ica lly  based” sham e, F. J. Broucek, “Sham e and its Relationship to Early N arcissistic  
D evelop m en ts,” In tern ation al Jou rn a l o f  P sych o-A nalysis  63 (1 9 9 1 ):3 6 9 -3 7 8 , perhaps the m ost painful 
and least tolerable negative affect, is a right-brain phenom enon. Indeed, a neuropsychological study  
sh ow s that the w ords “shame" and “hum iliation," w hen presented tach istoscopically , sp ec ifica lly  activate  
and prim e the right hem isphere, J. W . Van Strien and M . M orpugo, “O pposite hem isphere activations as a 
result o f  em otion ally  threatening and non-threatening w ords,” N eu ro p sych o lo g y  9 (1992): 845-848).
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particular responses. Powles’ conservation-withdrawal response is characterized as a 

state, “ in which the inhibited organism passively disengages in order to attempt to 

become “unseen,” as the organismic strategy to conserve energies and strive to avoid 

attention, to foster survival by the risky posture o f feigning death, to allow healing o f 

wounds and restitution o f depleted resources by immobility.” 154 A second response o f 

homestasis, the attempt to create a state o f  relative equilibrium or harmony, can “allow 

for a passive coping mechanism to improve survival efficiency through inactive 

disengagement and unresponsiveness to environmental input in order to conserve 

resources and to assure organismic autonomy until environmental conditions are once 

again more compatible.” 155 A third response counter “to sympathetically driven ‘fight- 

flight’ active coping strategies, parasympathetically m ediated passive coping 

mechanisms [are] expressed in immobility and withdrawal associated with “giving 

up” 156 and submission157 and in seeking a physical environment o f  “refuge,” a place to 

hide without being seen,158 represent an alternative but equivalent strategy for 

effectively regulating social interactional stress.159 A fourth response, “problem focused 

coping,” entails direct action on the self or on the environment (an assertive response on 

the other) to remove the source o f stress, this “emotion focused coping” is directed

154 W .E. P ow les, H um an D evelopm en t an d  H om eostasis  (M adison: International U n iversity  Press, 1992), 
213 .
155 A llan  N . Schore, “Early Sham e Experience and Infant Brain D evelop m en t,” in P. G ilbert and B. 
A ndrew s eds., Sh am e: In terpersonal B ehavior, P sych opa th o logy , a n d  C ulture  (N ew  York: O xford  
U niversity Press, 1998), 70-71 and G. Engel and A .H . Schm ale ,’’C onservation-w ithdrawal: A  Primary 
Regulatory H om eostasis,” in P hysio logy , Em otion, a n d  P sych o so m a tic  Illness. CIBA F oundation  
Sym posium  8 (Am sterdam : E lsevier, 1972): 57-85.

R. F. B enus, B , B ohus, J. K oolhass, and G. V an Oortm ersen, “H eritable V ariation for A ggression  as a 
R eflection  o f  Individual C oping Strategies,” E xperien tia  47  (1991): 1008-1019 .
157 P. Gilbert, D epression : The E volu tion  o f  P ow erlessn ess  (N ew  York: G uilford Press, 1992),
158 J. S. M ealey  and P. T heis, “The Relationship B etw een  M ood  and Preferences A m on g Natural 
Landscapes: A n Evolutionary P erspective,” E th o logy  a n d  S o c io b io lo g y  16 (1995): 247-256 .
159 A llan N . Schore, 71-72 .
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toward the reduction o f  the emotional impact o f stress through psychological 

processes.160 As such, the “physiological expression o f  emotional response “is 

dependent upon the coordinated responses o f both the sympathetic and parasympathetic 

components [calmness and rest centres] o f  the autonomic nervous system (ANS), and 

this allows for parasympathetically dominant shame states to combine with 

sympathetically driven states of, for example, fear, anger, and joy .” 161 W hen I consider 

the four possible responses to continued shaming episodes, I see in each story, 

Asiniwaciaw Iskw ew ’s, Jill's and my own, an attempt to protect ourselves by hiding in

reading, drawing, and assertive response followed by resignation (shutting down).

The research suggests to me that shame is not initially an inherent state but one 

that is imprinted and learned through inappropriate m odulating o f  the child’s internal 

emotional state. For example, one might think o f  it as being analogous to computer 

hardware. Over time the hardware is adapted to account for growing environmental 

needs; however there is an initiating program that directs the hardware components to 

activate the system. Once the system is activated, input program stimuli shape the 

function and activities o f the system. Similarly, the child has the neurological systems 

and initial program that activates and preserves the well being o f  the child and is further 

programmed from the environment. That programming is environmentally and 

culturally directed -  called socialization.

160 A llan N . Schore, 71 -7 2  and S. Folkm an and R. S. Lazarus, “A n  A n alysis o f  C oping in a M iddle-aged  
C om m unity Sam p le,” Jou rn a l o f  H ealth a n d  S o c ia l B eh a v io r  21 (1980): 2 1 9 -2 3 9 .
161 A llan  N , Schore, “Early Sham e Experience and Infant Brain D evelop m en t,” in P. G ilbert and B. 
A ndrew s eds., Sham e: In terperson a l B ehavior, P sych opa th o logy , a n d  C ulture  (N ew  York: O xford  
U niversity  Press, 1998), 72.
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This suggests from a Siouan perspective, that in cultures that do not socialize an 

awareness o f  the trickster, the internal state is not considered, parents react to overt 

behaviour with responses that are culturally acceptable with phrases such as, “don’t be a 

sissy” and with corporal punishment to instil fear. Shame imprinting m ay be hidden 

from the new mother and consequently unintended. However, once the m other starts 

socializing the child, the child’s response to admonishment demonstrates the effect o f 

her look, words and actions, and ought to trigger an awareness o f  the child’s internal 

state beyond her own cultural socialization. The reaction is obvious but ignored because 

the parent’s reaction is probably the way she was treated by her parents and is perceived 

as culturally acceptable.

It seems obvious when I consider Asiniwaciaw Iskw ew 's  story. There are two 

different world views about how parents culturally socialize their children. One seems to 

be rationalized as a moral imperative “the ends justify the m eans” and the other as an 

ethical imperative where the focus is on “the means w ith an undetermined end.” In the 

latter case, an indigenous perspective, appropriate behaviour is modelled and children 

are allowed to develop through exploration and encouraged to develop their interests 

and aptitudes indirectly guided by the kinship community -  the ethic o f  non­

interference. In Asiniwaciaw Iskwew 's and other indigenous people’s experience, there 

was a direct attempt to interfere with the development o f the children where native 

culturally acceptable behaviour was defined as evil. It was a process o f  direct 

interference with intended shaming and punishment that was acceptable in the shamers’
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cultural socialization. The shamed become the shamers, as a rite o f  passage162 or as the 

agents o f cultural fitness. This explicit shaming is evident in Jill's story as well.

As I thought about socialization that is imprinting, bonding and normative 

behaviour, I returned to the stories o f Asiniwaciaw Iskwew  and Jill. I now see my 

childhood socialization as situated between the bonding experiences o f Asiniwaciaw  

Iskwew  and Jill.

Asiniwaciaw Iskwew

Um.. I  went to boarding school when I  was seven and a h a lf  years  
old. I  was picked up by Indian Affairs and taken to ..um.. boarding  
school, my mother was able to come with me. A nd  she stood  a t ..
[sigh]., at the bottom o f  the stairs while .. [voice breaks].. I  was 
taken kicking and scream ing into th e .. [pause]., up the stairs into 
the building. I  knew dat she was leaving me..uh. I  bit the principal,
..ulh.on the h a n d ,.. [sniffle].. I  guess dat was .. um ..[sniffle]., d o t’s 
one thing, I ’ve always been .. always been kind o fp ro u d  o f  dat at 
least I  fough t all the way to ..um.. to this place, [sniffle] um..

... at home everything dat you loved you had to reject, [sigh] And  
dat included .. uh..furr.. because you cou ldn’t differentiate between 
the ..um.. philosophy and ..uh ..[pause]., and the person, at lot o f  
times dat meant ,.ta.. rejecting the person that taught you dat 
philosophy that was shameful o f  course. So ... I  and you couldn ’t 
change that love you fe l t  fo r  those, those people who taught you your  
Native background at home and then you were taught at school that 
you have to reject that, dat is evil because you were going to burn in 
hell forever a n d ..

Jill

[MJoving from  m y home and going to school it was overwhelming.

I hated school as a young child and all the way through. I  th ink it 
started fo r  me getting  on a school bus, because I  lived in a rural 
com m unity, the actual leaving o f a safe space o f home. The m om ent I

162 T. Spillane, An E x p lora tory  S tu dy  o f  P h ysicians ’ E xperien ces o f  Sham e in the C o u rse  o f  Their 
T raining  (D octoral Dissertation, A nn Arbor: UM I D issertation Serv ices, 1995).
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stepped onto that school bus, the m om ent I zoalkedfrom m y house 
and stood out along the road, I zoas m oving into a public space and I  
guess the school bus zoas sort o f a lull between happiness and terror.
I liked m y teacher in grade one, I don't remember feeling that I  
disliked her, I  was afraid. W hen I zoas in grade two, I  had this older 
zuomenfor a teacher and one day she basically told me that I zoas a 
little zuhore because m y skirt got ripped o ff o f m y dress. I  played w ith  
boys and lots o f more rougher kinds o f things than I suppose some of 
the other girls did. I zoas up in the tree and they yanked on m y skirt 
because zoe zoere playing tag, it was a natural thing to do, and i f  I'd  
been at home, m y mom w ouldn 't have done that, m y mom would  
have said, maybe you better p u t on pants, i f  you're going to play in 
the trees. I had no respect for [the teacher] from  that m om ent on.

W hat the teacher d idn 't knozo zoas that love basically that m y mom had.

I can remember ju st going places w ith m y dad, like zoalking out to a 
fie ld  or being w ith the horses. In the early years, the horses would  
pull the wagons, he zoas pu tting  on the team and I ’d be able to ask 
him about s tu ff  and he’d tell me. H e'd say well it works like this or it 
works like that.

[W ]hat m y dad taught me and helped me to see, helped me to feel, has 
profoundly influenced the person that I've become.

Asiniwaciaw Iskw ew 's and Jill's expressions o f  loving parents’ and fear o f 

separation raised questions for me about my childhood. Bonding, imprinting, and love 

and fear, as evident from Schore’s research, are intimately related to shame formation. I 

was taken away from my mother at an early age - my m emory only extends back to the 

age o f  about two or three. After being placed in several foster care homes, I was 

eventually placed in orphanages first in M ontreal and then in Ottawa at about the age o f 

four. I was adopted into a French-Irish family at eight years o ld .163 Although I felt some

163 After about thirty years o f  searching I finally  acquired som e inform ation from  ch ildren’s aid and I 
learned about m y foster care experiences.
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attachment to m y adopted family, I cannot say that I had a loving relationship. W hen I 

think about Asiniwaciaw Iskw ew 's  and Jill's home experiences, I see them as loving 

attachments to primary socialization agents and schools as secondary socialization 

agents. W hen I look back to my remembered socialization, I see only the secondary 

socialization agents o f the State, which for me personally, in a real sense, are the 

primary agents o f socialization. If  Schore is right that imprinting, bonding, and love are 

conditioned in terms o f  positive and negative affects then how might I explain my 

sociability? As I pondered this question I was drawn into the Lakota understanding o f 

the third world and ethology research.

The third world is the organic world excluding humans, viewed as 
people: one legged, two legged, three legged, and four legged. The 
understanding is that the world is not empty. Everywhere there is 
life, visible and invisible, and every object possessed something 
that would be good for us to have also -  even the stones. The 
winds, insects, plants, water creatures, and the animals provide 
instruction, knowledge, guidance, and advice. The animals and 
plants could teach us how to live and survive in a particular 
location or more generally in the world.

The question now became what is the basis o f m y sociability? Irenaus Eibl-

Eibesfeldt,164 using cross-cultural and empirical research, defines sociability as

developing from several evolutionary steps:

The bonding characteristic, appetence (longing or desire) 
for partner proximity and compatibility, occurs in fishes, 
which seek protection from predators in schools and in such 
cases signals develop for the sake o f  m aintaining group 
integrity and communicating the presence o f  danger, with

l6', Irenaus E ibl-E ibesfeldt, Human E llio logy  (N ew  York: A ld ine de Gruyter, 1989) and “Strategies o f  
Socia l Interaction," in R. Plutchik and II. K ellerm an, eds,, E m otion: Theory, R esearch , a n d  E xperience  
N e w  York: A cadem ic, 1980.
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the appearance o f parent-offspring signals, infantile appeals, 
and the corresponding affectionate responses, behaviour 
became available that permitted adults to create friendly and 
affectionate relationships. The “invention” o f  parental care 
constitutes a turning point in the behavioral evolution o f the 
higher vertebrates and insects. Parental care occurred 
independently in insects, birds and mammals providing the 
impetus for analogous rituals o f bonding.165

According Eibl-Eibesfeldt, the second, “propitious event” in individual bonding 

in vertebrate evolution, begins with parental care and is the “springboard for love.” 166 

“Mother-child relationships developed independently and repeatedly in birds and 

mammals, wherein parents and young actively seek each other’s presence [a] 

personalized bond develops immediately after birth or hatching and bears some 

similarity to an imprinting process.” 167 Similar, to Schore’s analysis, “[those] species 

with personalized mother-offspring bonding also maintain the primary mother-young 

contact with a repertoire o f  infantile signals to which the m other reacts innately.” 168 

There is a dyadic relationship, where the young, “ is tuned to respond to corresponding 

maternal stimuli.” 169 Mothers understand the distress call o f  their species young and 

respond immediately by rushing to their rescue. Eibl-Eibesfeldt argues, “the decisive 

further developmental stage for humans was the individualized bonding between mother 

and child (based on recognition o f specific individuals, for with it developed love .. . .” 170

Sociability can be seen as having developed in several evolutionary 
steps. Appetence for partner proximity ... But the development o f 
parental care was prerequisite for m ore elaborately differentiated

165 Irenaus E ibl-E ibesfeldt, H um an E th o logy  (N ew  York: A ld ine de Gruyter, 1989), 167.
166 Irenaus E ibl-E ibesfeldt, 169.
167 Irenaus E ibl-E ibesfeldt, H um an E th o logy  (N ew  York: A ld in e de Gruyter, 1989), 167-168.
168 Irenaus E ibl-E ibesfeldt, 167-168.
169 Irenaus E ibl-E ibesfeldt, 167-168.
170 Irenaus E ibl-E ibesfeldt, 167-168.
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forms o f  social life. W ith its development, mother-child signals 
came into existence. Behavioral patterns o f  affection and infantile 
appeals were preadaptations from which adult bonding behaviours 
were derived. Friendliness evolved with parental care. In a further 
decisive evolutionary step, came the capability o f  forming 
individualized (personal) bonds. Initially it was used to secure 
longer lasting mother-offspring bonds in species with an extended 
parental caring period. But it also gave origin to love, defined 
personal bonding. Behavioral patterns associated with infant care 
also permitted the bonding o f  individuals not closely related by 
blood, so as to form closed cooperative groups that act as units.171

For Eibl-Eibesfeldt, a “highly significant event for the development o f  vertebrate 

sociability was the evolution o f maternal care by which friendliness came into 

existence.” 172 He logically states, “ [f]or only with the appearance o f  parent-offspring 

signals, infantile appeals, and corresponding affectionate responses behaviour became 

available that permitted adults to create friendly and affectionate relationships.” 

Therefore, “[t]he ‘invention’ o f parental care constitutes a turning point in the 

behavioural evolution o f the higher vertebrates and insects” and concludes that the 

independent occurrence in insects, birds, and mammals o f  parental care provided the 

impetus for analogous rituals o f  bonding we see in human relationships.173

In sim ilar ways, human relationships are characterized by ambivalence. For 

example, at the age o f  five or six months, infants demonstrate the first indications o f 

fear o f  strangers. Prior to this time they will smile at virtually anyone who approaches 

them; thereafter they make clear distinctions between those they know and others. 

Infants continue to smile at close acquaintances, but strangers evoke avoidance

171 Irenaus E ibl-E ibesfeldt, H um an Etholog)' (N ew  York: A ld in e  de Gruyter, 1989), 169-170.
172 Irenaus E ibl-E ibesfeldt, 167.
173 Irenaus E ibl-E ibesfeldt, 167.
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responses.174 Empirical research175 demonstrates that an infant’s (five to ten months old) 

pulse rate increases dramatically upon the approach o f  a stranger, even if  the stranger 

approaches with friendly words. The child breaks o ff contact and regulates his/her own 

level o f  excitation by avoiding visual contact. W hen the child diverts his/her eyes, its 

pulse rate decreases rapidly. In terms o f shame, “ [s]ince we know that children display 

fear towards a stranger even if  they have never had a bad experience with an unfamiliar 

person, we can presume that they react innately with fear response to some specific 

characteristics o f the stranger.176 At this stage shy responses are not indicative o f shame 

as suggested in the shame literature,177 As the neurological system develops, it provides 

the propensity for shame that has to be imprinted externally. Other research indicates that 

apart from the eyes, other signals are significant.178 Children bom  blind, and blind and 

deaf, display fear o f strangers through the recognition o f  strangers by their voices, and by 

tactile and olfaction sensations that distinguish individuals. In his cultural studies Eibl- 

Eibesfeldt observed infantile xenophobia and states, that it is an “important component o f 

the human behavioural repertoire,” a phylogenetic adaptation,that can be modified 

through learning.179

174 Irenaus E ibl-E ibesfeldt, 170.
175 W. W aters, L. M atas, and L. A . Sroufe, “Infants’ R eactions to an A pproaching Stranger: Description, 
Validation and Functional S ign ifican ce o f  W ariness,” C hild  D eve lo p m en t  4 6  (1975): 34 8 -3 5 6 .
176 G.P. Sackett, “M onkeys Reared in Isolation w ith Pictures as V isual Input: E vidence for an Innate 
R eleasing M echanism ,” Scien ce  1 5 4 (1 9 6 6 ):  1468-1473.
177 J. C heek and L. M elch ior, “Shyness, S e lf-esteem  and Self-con sc iou sn ess,"  in II. Leitenberg, ed„  
H an dbook  o f  S o c ia l a n d  E valu ation  A nxie ty  (N e w  Y  ork: Plenum , 1990) and M . Leary and R. K ow olsk i, 
S o c ia l A nxiety  (N ew  York: G uilford Press, 1995).
178 S. Fraiberg, “The D evelop m en t o f  H um an Attachm ents in Infants B lind  from  Birth,” M errill-P a lm er  
Q u a rter ly  21 (1975): 315-334 .

Irenaus E ibl-E ibesfeldt, 174.
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Additional studies by Ainsworth and by Smith and M artinsen180 confirm that a child 

selectively seeks its mother’s presence, and if  left alone with a stranger will seek the 

stranger’s company in the m other’s absence. This response is attributed to fright; in the 

presence o f mother the stranger should be avoided, but in the absence o f  mother the 

presence o f others should be sought. The chances o f survival are limited for a child left 

abandoned. Eibl-Eibesfeldt draws on research that suggests while we are innately 

friendly, we essentially mistrust strangers.181 “Fear o f others is one o f the universals that 

decidedly influences our social life.” 182 W e saw this in both Asiniwaciaw Iskw ew 's and 

Jill's expression o f  their experiences o f  leaving home, going to a strange place, and

meeting strangers. Fear o f others leads to xenophobia, a characteristic that undoubtedly 

has accelerated human cultural evolution. For m ost o f  human history we have lived in 

acephalous societies, small groups o f  intimate acquaintances, and as such, trust, 

harmony and balance prevailed. Only occasionally strangers were encountered as 

visitors, where they were greeted with courtesy, curiosity, respect, or reserve, or as 

enemies, where they might have been treated aggressively.183 Today we live in 

anonymous societies in which most o f  the people we encounter daily are strangers.

Thus, the fear-releasing signals o f others are more effective and behavior tends toward 

m istrust.184 For Eibl-Eibesfeldt “it is not people who stress us in large cities, but

180 M .D .S . A insw orth, Infancy in U ganda; Infant C are  a n d  the G row th  o f  L o ve  (Balitm ore: John H opkins 
U niversity  Press, 1967) and L. Sm ith and H, M artinsen, “T he Behaviour o f  Y ou ng Children in a Strange 
Situation,” Scandinavian  Journal o f  P sych o lo g y  18 (1 977):43-52 .
181 M .H . Bornstein and H.G. Bornstein, “The Pace o f  L ife,” Nature 2 5 9  (1976): 557 -5 5 8 ; M .H . Bornstein,
“The Pace o f  Life: R evisited ,” In tern ation al Jou rn a l o f  P sych o lo g y  14 (1979): 83-90; E. G offm an,
B eh a v io r in P ublic  P la ces; N otes on the S o c ia l O rgan isa tion  o f  G atherings  (N ew  York: Free Press 
(M acm illan) (1963); J. N ew m an and C. M cC auley, “Eye Contact w ith Strangers in C ity, Suburb and 
Sm all T ow n ,” E nvironm ental B eh a v io r  9 (1977): 547-558 .
182 Irenaus E ibl-E ibesfeldt, H um an E thology  (N ew  York: A ld ine de G m yter, 1989), 175.
183 Irenaus E ibl-E ibesfeldt, H um an E th o logy  (N ew  York: A ldine de Gruyter, 1989), 175.
18,1 Irenaus E ibl-E ibesfeldt, 175.
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strangers.” 185 A large city enhances loneliness because we are removed from our circle 

o f  family and friends, a pre-conditioning we gravitate toward; however, strangers are 

not rejected but treated ambivalently. We fear strangers, but also seek their company to 

fill our need for appropriate contact situations to enhance relations. “By nature, man is 

disposed in a friendly m anner toward others” 186 a perception generally held in Native 

communities and supported by oral tradition. Inhumane socialization has led to the 

deterioration o f our innate tendency to communicate and form bonds.187

Numerous theories have been proposed to explain the mechanism o f the 

development o f attachment. Anna Freud’s theory that infantile love develops from food 

intake, which becomes a beloved object, is often quoted. The child comprehends that the 

mother is actually responsible for fulfilling these wishes and thus attachment is 

formed.188 A supportive study for this assertion was M argaret M ead’s study o f  children 

in Samoa where the children were brought up collectively w ithout any distinctive 

m other child bond, and further supported by Dollard and M iller that the child quickly 

learns that the m other or other reference person fulfills its physical needs, and also 

learns that hunger, wetness, cold, and other unpleasant sensations occur in the person’s 

absence; therefore the child would actively seek contact with that reference person.189 If

185 Irenaus E ibl-E ibesfeldt, 177.
186 Irenaus E ibl-E ibesfeldt, 181.
187 Irenaus E ibl-E ibesfeldt, 181-182.
188 Irenaus E ibl-E ibesfeldt, 187.
189 Irenaus E ibl-E ibesfeldt, 187. Margaret M ead, Sex a n d  T em peram en t in Three P rim itive  S ocie ties  
(N ew  York: W illiam  M orrow, 1935); Anna Freud “T he P sychoanalytic  Study o f  Infantile D isturbance,” 
P sych o a n a lytic  S tu dy  o f  the C h ild  2 (1946): 119-132; N o rm a lity  a n d  P a th o lo g y  in C h ildhood: A ssessm en t 
o f  D eve lo p m en t  (N ew  York: International Press 1965 and F. D ollard and N . M iller, P erso n a lity  a n d  
P sych o th era p y  (N e w  York: M cG raw -H ill 1950). D . Freem an, M a rg a re t M e a d  a n d  Sam oa The M aking  
a n d  U nm asking o f  an A n th ro p o lo g ica l M yth  (Cam bridge, M A: Harvard U n iversity  Press, 1983) research  
has seriously  challenged M ead’s research and com parative observations m ake Anna Freud’s 
interpretation obsolete , since bonding to the mother is not dependent upon her as a food source reference  
point. S ee  E.R. H ilgard and G .H . B ow er, T heories o f  L earn ing  (London: Prentice H all, 1955).
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these theories were valid, one would merely have to bond the child to those who 

provided for the child’s physical well-being. Eibl-Eibesfeldt used child rearing practices 

research in kibbutzes where children were cared for by attendants and parental contact 

was sometimes limited to an hour o f play during the evening. “Nonetheless the children 

[were] strongly emotionally attached to their parents as reference persons, indicating 

that it is the quality o f  contact and not physical attendance that determines bonding.” 190 

Biological attachment theory and ethological findings perceive the mother-child bond as 

a predetermined phylogenetic adaptation permitting a further development into a 

personalized relationship.191 The child is not seen as a passive recipient o f socializing 

stimuli but an active partner in the process. According to Bowlby, the child displays a 

distinct “monotropy,” the impetus to seek a personalized relationship. “Physical care is 

not predominant in establishing this reference person, but rather behavioural patterns o f 

loving attraction, such as cuddling, kissing, speaking to, inciting to dialogue, and o f  

course, play .192 Given this research each child needs a reliable reference for these 

interactions and if  left alone displays “fear o f  separation;” the absence o f the reference

190 Irenaus E ibl-E ibesfeldt, 187. S e e  D . W . Rajecki, M .E . Lam b, and S. Suom i, “E ffects o f  M ultiple Peer 
Separation in D om estic  C hicks,” D eve lo p m en ta l P sych ology. 14 (1978): 39 7 -3 8 7 .
191 J, B ow lby , “The Nature o f  the C h ild ’s T ie  to H is M other,” In tern ation al Jou rn a l o f  P sych o lo g ica l-  
A nalysis 3 9  (1958): 350-373; “A ttachm ent and L oss,” in M . M asud and R. K han, eds., S ep ara tion  an d  
A n ger  2 (P sycho-A nalytical Library 95 London: Hogarth Press, 1973); M . D . S. A insw orth “The 
D evelop m en t o f  Infant-M other Interaction A m on g the G anda,” in B .M . F oss, ed., D eterm inan ts o f  Infant 
B eh a v io r  (London: M ethuen, 1963): 67-104; Infancy in U ganda: Infant C a re  a n d  the G row th o f  Love, 
(B altim ore, M D: John H opkins U niversity, 1967); “O bject R elations, D epend en cy  and Attachment: A  
Theoretical R ev iew  o f  the Infant-M other R elationship ,” C h ild  D eve lo p m en t  4 0  (1969): 96 9 -1 0 2 5 .
192 Irenaus E ibl-E ibesfeldt, Human Ethology’ (N ew  York: A ldine de Gruyter, 1989), 188.
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person elicits fear -  an elemental fear.193 In situations where the child has bonded with

its mother, it will protest even when the mother leaves the child with another reference

person. It is not being alone that arouses fear, for the other person could afford security;

it is the departure o f  a beloved person that is painful -  separation grief. “If  the child

cannot establish an attachment to a reference person for any reason, its further

development is seriously disturbed.” 194 Research with hospitalized children displays this

outcome in a particularly blatant way.

If infants who can already distinguish between a reference person 
and strangers are separated from the reference person by a hospital 
stay, they undergo a separation shock. First they protest, then 
become silent, and finally begin to seek the nurse as a new 
reference person. This is difficult task since the nurses have little 
time to spend with individual children; however such contact may 
be successful. But the nurses rotate in shifts or leave for vacations.
Thus a newly established contact is often interrupted and the child 
must experience a new disappointment after losing this reference 
person. After protesting there may be a new attempt to establish 
contact, but the child cannot repeat the process too often. There are 
then two alternatives: the child can either learn to develop new 
contacts quickly, without a strong emotional involvement. These 
children no longer cry when the reference person leaves the area, or 
even if  their m other leaves on visiting day. They are equally 
friendly to everyone but maintain a certain distance. The child no 
longer invests in intense relationships.195

Bowlby portrays this type o f  adaptation in hospital children:

After a series o f upsets at losing several mother figures to whom in 
turn he has given some trust and affection, he will gradually 
commit him self less and less on succeeding figures and in time will 
stop altogether attaching him self to anyone. ...A  child living in an 
institution or hospital who has reached this state will no longer be 
upset when nurses change or leave.196

193 Irenaus E ibl-E ibesfeldt, 188.
194 Irenaus E ibl-E ibesfeldt, 188.
195 Irenaus E ibl-E ibesfeldt, 189-190.
196 J,B ow lby, “Attachm ent and L o ss ,” in M , M asud and R. K han, eds., A ttachm en t 1. London: Hogarth  
Press, The International P sycho-A nalytical Library N o . 79  (1969): 28.
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Spitz’s research has reached similar conclusion when studying foster hom es and 

children.197 Reliable reference persons are required for children to develop trust in 

others and themselves. When they do not occur, children form what I now call 

institutional attachment.

The foregoing research suggests that attachment to a prim ary reference person is 

a function o f  the care-givers’ capacity to monitor and regulate their own emotional state 

and be attuned not so much to the child’s overt behaviour as to the child’s internal state. 

W hen the care-giver resonates with the child, socialization can be imprinted so that the 

child leams to auto-regulate their emotions. As I construct it now, the child learns to 

auto-regulate their emotions and, with maturation, these internal images are references 

that condition behaviour, and if  the imprinting was a positive experience, the child is 

socialized in the norms and values o f the particular culture. These norms and values 

become internalized set o f  rules o f  behaviour that when broken m ay initiate feelings o f  

guilt. I f  the care-giver fails to monitor and regulate their emotional state and fails to 

resonate with the child, the caregiver imprints a shaming model that pre-conditions the 

child to further episodes o f shaming that may become internalized. W hen the child is 

exposed to continuous shaming episodes and does not have a reliable reference person, 

as in the case o f  homes where the caregiver imprints a shaming model, they are 

socialized in shame and their acceptance o f  cultural norms and values becomes based 

on fear. W hen these children who have been shamed rather than socialized (as I 

distinguish these processes) enter into a secondary socializing process, like religion 

institutions, schooling institutions, or military institutions, they m ay be pre-conditioned

197 R .A . Spitz, The F irst Year o f  L ife  (N ew  York: International U n iversity  Press, 1965).
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to internalize shame. I imagine Asiniwaciaw Iskw ew 's  and Jill's parental socialization 

a loving attachment and mine as institutionalized shame.
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Ptecincala Ska Wakan Winan
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Page 124 has been removed due to copyright restrictions. W hite Buffalo C alf W oman 
poem. Source: E. McGaa, Eagle Man, M other Earth Spirituality: Native American Paths 
to Healing Ourselves and Our W orld (San Francisco: Harper, 1989), 4-5.
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The South

125

The South {Ito Icagata) the place from where the spring, the 
summer, and the powers to grow come from that nurture us. The 
colour is white. It is the place that nurtures our understanding that 
we as people depend on to survive. It is the place that we grow in 
knowledge of how to keep our nurturing connection with our 
Mother, the earth. It is the medicine world that can be used to heal 
if used appropriately, and to destroy if used inappropriately and 
without the proper training and knowledge. Inipi (sweat lodge) 
ceremonies are the way we renew our understanding, healing and 
connectedness to the four worlds. It is the lodge that brings 
together the four worlds and evokes the powers of the six 
directions.

The video rewinds I am back at the orphanage -  a time that I remember as:

Grandfather’s Gifts

I see a young child holding an adult’s hand (I cannot see the 
adult) walking down a lane bordered by birch and maple trees.
It is early morning. The sun is just starting to break through the 
trees; it is one o f  those w inter mornings when the night sky is 
fading. The sky is a wash o f colour, reds, blues, yellow, and 
maroon with the white orange sun peering from behind long 
streaks o f dark clouds. At the end o f the path I see a little 
cinderblock house in a clearing and smoke billowing out o f the 
chimney. At first I do not notice the other houses scattered 
throughout the forest. It is a long walk; hardly a word is 
spoken, or at least I can not hear anything being said. We enter 
the house, where an old man is sitting in a rocking chair, with 
his arms outstretched to embrace me. I see that I am reluctant 
to go to him. But he has this gentle face, old and wrinkled with 
snowy white hair pulled back and braided. He is smiling and 
talking and gives me a hug that I think is going to break me in 
two. I do not understand what he is saying, but it feels good. I 
see m yself sitting on the floor in front o f  him as he looks at and 
talks to me gently. W hen he is finished speaking he motions 
for me to go outside and play with the other kids. It was a great 
day, running and jum ping and hiding in the forest. It is time to 
go! I feel sad. Grandfather is standing in the doorway o f  the 
house. He motions to me to come to him. Those hazel eyes,
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they seem to surround me, yet they are sad. They are glossed 
over and a tear appears. I feel so sad for him. He squats down 
to m y level and gives me a huge bear hug and at the same time 
he is talking in my ear. W hen he stands up he looks directly 
into my eyes and hands me a bow and arrow, and a tomahawk.
As I look at them he continues to talk to me in a very direct 
way -  but I can not understand him! I somehow know what he 
is saying is important, but I do not understand. The image 
shifts to another path; the path that returns to the orphanage. I 
know this path well because on the three occasions in which I 
ran away I was always brought back along this path. At the end 
o f the path, standing with her arms crossed and an unhappy 
look on her face, is Sister Michael Joseph.199 There is not a 
word spoken. Sister Michael Joseph takes my hand and drags 
me up the stairs and into the orphanage. She takes my 
grandfather’s gifts and tells me she will place them under my 
bed so I can have them in the morning. I could not wait to go to 
bed! I could not wait to wake-up! At the first clang o f  the bell I 
jum ped out o f  bed and looked under it for grandfather’s gifts -  
they were gone! I could feel grandfather’s tearful eyes 
surrounding me -  don’t you cry!

Was this just a dream? A child’s hope? Or was it Grandfather talking to me!

Then I saw Sister Michael Joseph. She looked me directly in 
the eyes. There was smile, no, a smirk on her lips. She turned 
and hurried down the corridor -  the crow took flight!

By then I had become immune to these shaming episodes; this was just one in a 

long series o f shaming scripts in the orphanage that imprinted institutionalized shame. 

W hen I think about my experience and the structure o f the orphanage, and o f  primary 

and secondary schooling, like residential schools, it was an institution structured 

physically and ideologically as an instrument for socialization and re-socialization. It 

was an institution that held children in contempt for the sins o f their parents, 

ideologically founded on a moral imperative. I was continually, visually, vocally, 

physically, emotionally, and spiritually confronted and reminded me that I was unfit to

1,9 N o w  w hen I think about these N uns in m any instances I do not rem em ber their nam es, In any case, all 
N uns for m e are Sister M ichael Joseph.
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live in society unless I repented and changed my ways. I resonate with Asiniwaciaw

Iskw ew 's  description o f  her shaming experience:

So school was very ..uh.. regim ental..uh.. it was a shameful 
experience because you were taught never to be in ..uh., dat your  
culture was ..uh.. was worth shit, your language was forbidden, your  
..um.. your ..um.. spiritual experience was ..[deep breath]., was evil.
D at the only way to .. in order., fo r  salvation was to .. and dat 
salvation was fo r  an after life you d o n ’t know exists and you were 
taught as a little girl that ..um.. dat experience, dat ..um.. experience 
you have with a creator is an evil thing and the only way to change .. 
to save yourself, was to reject all dat you were ... at home everything 
dat you loved you had to reject. [sighJ A nd dat included .. ulu.furr.. 
because you couldn't differentiate between the ..um.. philosophy and 
..uh ..[pause]., and the person, at lot o f  times dat meant ..ta.. 
rejecting the person that taught you dat philosophy that was 
shameful o f  course. So ... I  and you couldn 7 change that love you  
fe l t  fo r  those, those people who taught you your Native background  
at home and then you were taught at school that you have to reject 
that, dat is evil because you were going to burn in hell fo rever and  
..[pause]., and at that time there was a big, big ..uh.. ..uh.. ..uh.. 
mass hysteria about attack from  Russia ..[smile and jo v ia l voice]., 
and they use to scare the kids at school like you could die at any  
time, like the the p lanes could come at night ..uh.. and ..uh.. wipe you  
out, right now! And i f  you don 7 straighten up and start thinking like 
you, you could burn in hell forever, tomorrow, like starting  
tomorrow i f  ..uh.. like so there was kindda o f  choose now! Today! Or 
..ah., be lost forever it could be tomorrow, it could be r ig h t.. like the 
apocalypse could come tomorrow and you have to do your ..uh.. 
make your choice right now! A nd you have to do the penance f o r .. 
you also have to do penance fo r  the way you use to live .. you live 
..ah., when you are eight years old like telling you things like that 
was so awful. Um ..And these were Catholic ..um.. nuns that were 
telling us, Catholic teachers, Catholic priests.

I  started shutting down after about six months in the .. [spoken very 
softly]., in the boarding school and I  stayed shut down most o f  my 
adult life right through my whole life I  guess. Shut down my feelings, 
shut down everything and ..um.. we were told not to speak our 
language, not ..[longpause] ..um.. [sigh]., that anything ..[deep 
breath]., that had to do with being Native was a handicap and dat 
was something dat had to be overcome ..[pause]., the more you  
..re..repressed it the more you changed ..uh.. to being non-Native, 
the more you were ..uh.. ..uh.. a success, you were deemed a success 
..[spoken softly] .. there was a lot o f., [long pause] ..[spoken very
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softly]., physical violence associated with this..am., from  the nans
ancl to..[longpause]..[cough]..to.. ..uh.. to re-enforce these rules.

Asiniwaciaw Islcwew and Jill had loving family experiences that taught them how they 

should be treated and how one should treat others, experiences that enabled them to 

contrast how schooling experiences were different and wrong. I did not have those 

family experiences but I had Grandfather’s real gift that created an inner discipline o f 

resolve, resistance and resilience to harsh treatment. Crow duped herself if  she thought 

taking grandfather’s inanimate gift was important in my socialization to becoming fit for 

society. The real gifts were animate, those eyes, the resonance o f  the voice, the hug, and 

those gentle words that made me feel loved. As I look back to this experience with 

Hawk eyes, 1 now see and understand Grandfather’s real gift was the imprinting o f a 

moment o f love and appropriate behaviour between two people. He taught me in those 

brief moments the way one should been treated. Sister Michael Joseph’s behaviour 

forever brought into sharp focus how one should not act. From that moment on, I knew 

that we were being treated wrongly in the orphanage. Those o f us in the orphanage who 

had this understanding developed an inner discipline o f  resolve, resistance, and 

resilience codified within the bonding phrase -  D on’t you cry! This was our code o f 

silent resistance built from a bond o f  shared experiences. W henever we were punished 

or going to be punished, we came together. It m ight be a look, a touch, a remark that 

was meant in support, because we understood that what was happening or going to 

happen was wrong. We seemed to have our own ethical understanding o f  what 

appropriate behaviour was and knew we would have to endure the harsh treatment. At 

night we would sneak to each other beds in the dormitory and console and encourage 

each other not to give in -  Don’t you cry! If  you did cry during episodes o f  corporal
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punishment, we all took pride in the fact that to make you cry they had to increase the 

severity o f  the punishment. Eventually, they gave up on corporal punishm ent -  our 

ultimate victory.

I was eventually adopted and finally left the orphanage. I spend about nine years 

with my adopted family, was a high school drop out, and joined the Canadian Armed 

Forces, becoming a decorated peacekeeper. I construct those years as a continuation o f 

institutional attachment. I learned to develop new contacts quickly, w ithout a strong 

emotional involvement, maintained a certain distance, and would not invest in an 

intensive relationship. My adopted home was for me just another institution. I had 

already stopped attaching m yself to anyone and I had reached a state where loss o f 

personal attachment no longer upset me. I was attached to institutions! As long as I was 

fed, clothed and provided with medical care, it did not matter how else I was treated. I 

was immune to drunken sorties, the physical and emotional abuse - 1 simply shut them 

o ff and protected m yself in m y art. M y art was m y sanctuary! W hen Sister Michael 

Joseph ridiculed m y drawing, I was not shamed - 1 was angry! She encroached in my 

safe place -  m y space on the landscape o f  school, my space for m odulating my inner 

motions and creating harmony and balance. M ost o f the other students were strangers 

who were cowed by the N un’s behaviour. I was angry. I see now it was my 

Grandfather’s space! M y Grandfather’s gift! That she violated! That made me angry!

Public education, as I experienced it, was as Friedenberg observed, “after the 

family the school is the first social institution an individual must deal with, the place in
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which he leam s to handle him self with strangers.”200 It is the site o f  impersonal 

authority, in which a stranger gives orders and wields power and children learn to live 

with authority.201 It is not part o f the curriculum, but is the hidden curriculum o f 

impersonal achievement and authority-oriented roles o f  adult occupational and socio­

political life. As I look back with Hawk eyes to those primary and secondary school 

days, they were another jail o f  socialization into large-scale society, “a middle-class 

society o f  mediocrity, banality, and conformity ... an educational process that subverts 

the highest function o f education, which is to help people understand the meaning of 

their lives and those o f others.”202

It was the site o f convergence o f shaming and the moral imperative. From the 

initial formulation o f  public education in Canada, the role, rules and practice o f  teaching 

break the interpersonal bridge,203 a critical event that activates shame, the interpersonal 

activator.204

Jill's story provides another example o f a lived experience with public education:

M y  experience w ith form al education has been ongoing from  
the age o f six years old, I zoas out o f the school system  for  
three years, came back into college and university, and now I  
teach. M y  f ir s t  experience w ith form al education was a pretty

200 E.Z. Friedenberg, C om ing o f  A g e  in A m erica: G row th a n d  A cq u iescen ce  (N ew  York: R andom  H ouse, 
1963), 43 .
201 P. Jackson, Life in C lassroom s  (N ew  York: H olt, Rinehart and W inston, 1968) and R. D reeben, “The  
Contribution o f  Sch oo lin g  to the Learning o f  N orm s,” H a rva rd  E d u ca tion a l R eview  Sprin g , (1967): 211-  
237 .
202 E.Z. Friedenberg, C om in g  o f  A g e  in A m erica : G row th  a n d  A cq u iescen ce  (N ew  York: R andom  H ouse, 
1963), 29.
203 “A n  interpersonal bridge forms out o f  reciprocal interest and shared experiences o f  trust. Trusting 
must be m atched by the parent behaving in a trustworthy fashion. C on sistency  (not perfection) and 
predictability (not rigidity) are crucial to building an interpersonal bridge, whether w ith a child , friend, or 
c lient” and significant other -  the teacher,” Friedenberg, 33.
204 Friedenberg, 34. A lso  see W .R .D . Fairbairn, P sych o a n a lytic  S tu d ies o f  the P erso n a lity  (London: 
R outledge and K egan Paul, 1966), 39-40; B . K ell and J. B urow , D eve lo p m en t C oun selin g  a n d  Therapy  
(B oston: H oughton M ifflin , 1970),
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sharp rupture in m y life, m oving from  m y home and going to 
school it was overwhelming. The things that I remember 
happening was the silence, not being able to speak and there 
were times to talk and that was pretty  rare.

You know I  guess ju s t trying to figure  out how to be there 
and how to be successful. I was kind of, I've always been more 
of a watcher, I think, in the beginning and I don 't really ju s t  
jum p  right in. I usually stand back a bit and watch and 
figure  things out before I  start to participate. I  guess, I  zoould 
see things happening to other kids and I  would learn based on 
what happened to them. For example, a little boy that w et his 
pants one day in grade one, because he w asn 't allowed to go 
to the bathroom. I  learned in that moment, you better go to 
the bathroom at recess time or next week that could be me 
standing there because I'm  not going to get out o f this room 
either.

I  hated school as a young child and all the zoay through. I 
think it started fo r  me getting on a school bus, because I  lived 
in a rural com m unity, the actual leaving o f a safe space o f 
home. The m om ent I  stepped onto that school bus, the 
m om ent I walked from  m y house and stood out along the 
road, I  ivas m oving into a public space and I guess the school 
bus was sort o f a lull between happiness and terror. I  liked m y  
teacher in grade one, I don't remember feeling that I  disliked 
her, I was afraid. W hen I was in grade two, I had this older 
women for a teacher and one day she basically told me that I 
zvas a little whore because m y skirt got ripped o ff o f m y  dress. 
I  played with boys and lots o f more rougher kinds o f things 
than I  suppose some o f the other girls did. I  zoas up in the tree 
and they yanked on m y skirt because we were playing tag, it 
zoas a natural thing to do, and i f  I 'd  been at home, m y mom  
w ouldn 't have done that, m y mom zoould have said, maybe 
you better p u t on pants, i f  you're going to play in the trees. I  
had no respect fo r  [the teacher] from  that m om ent on.
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A recent study o f  Canadian schoolchildren in Quebec is instructive. It concluded that 

ninety-six percent o f  the children had been the targets o f  their parents’ shaming; 

including “rejecting, demeaning, terrorising, criticising (destructively), or insulting 

statements.”205 Not only have parents been the source o f  shaming students, there has 

been intentional shaming as in the Massachusetts School o f  Professional Psychology.206 

From these studies one could imagine that in any classroom a large percentage o f  the 

students have been pre-conditioned to experience and potentially internalize shame.

W ith reference to shaming I wondered how it could not be seen as harmful.

From the literature there appears to be two general attitudes about shame and shaming.

On the one hand, it is seen by Greenwald and Harder and others as a mechanism that 

can “ facilitate, rather than impede, socially and personally adaptive behaviour.”207 As 

such, shame plays an essential role in promoting fitness through the regulation o f 

behaviour in identity formation, social bonding, and competitive mating success.

205 E.Z. Friedenberg, C om ing o f  A g e  in A m erica: G row th  a n d  A cq u iescen ce  (N ew  York: R andom  H ouse, 
1963), 34. A lso  see  Ruth Solom on and Francoise Serres, “E ffects o f  Parental V erbal A ggression  on  
C hildren’s Se lf-esteem  and School M arks,” C hild  A buse a n d  N eg lec t  23 . 4  (1999): 3 3 9 -3 5 1 . The Harter 
Self-perception  Profile for children questionnaire was used to research 144 ten year-old  children in 
Q uebec concerning their m others’ and fathers’ verbal aggression towards them  and their use  o f  physical 
punishm ent. The researchers found that only 4% o f  the children had not been  the targets o f  their parents’ 
sham ing. The researchers used school records to obtain the su bjects’ marks in French and M athem atics. 
The conclu sion  was the parental verbal aggression alone contributed to low ering ch ild ren’s se lf-esteem  
and school achievem ents.
206 S ee  T . Spillane, An Exploratory Study o f  P h ysician s’ E xperiences o f  Sham e in the Course o f  their 
Training. (A nn Arbor, MI: D octoral D issertation, U M I D issertation  S erv ices, (1 9 9 5 ).
207 D . R. G reenwald and D .W . Harder, “D om ains o f  Sham e: Evolutionary, Cultural, and 
Psychotherapeutic A sp ects ,” in P. Gilbert and B. A ndrew s, eds., Sham e: In terp erso n a l B ehavior, 
P sych opa th o logy , a n d  C ulture  (N ew  York: O xford U niversity  Press, 1998), 225 .
208 D . R. G reenwald and D .W . Harder, “D om ains o f  Sham e: Evolutionary, Cultural, and 
P sychotherapeutic A spects ,” in P. Gilbert'and B. A ndrew s, eds., Sham e: In terp erso n a l B ehavior, 
P sych opa th o logy , a n d  Culture  (N e w  York: O xford U niversity  Press, 1998), 225; S. T om kins, Affect, 
Im agery, C onsciousness: 2. The N eg a tive  A ffects  (N ew  York: Springer, 1963); “The Q uest for Primary 
M otives: B iography and A utobiography,” Jou rn a l o f  P erso n a lity  a n d  S o c ia l P sych o lo g y  41 (1981): 306- 
3 29 , w as one o f  the first to suggest that sham e was an innate affect that m ake things matter and the 
im portance o f  sham e as triggered by situations that result in the interruption o f  pleasure and protects the 
organism  (see  above). D . Tantam, "The Em otional D isorders o f  Sham e,” in S h am e , eds., P. Gilbert and B. 
A ndrew s (N ew  York: O xford U niversity  Press, 1998); D . N athanson, Sham e a n d  P ride: Affect, Sex a n d
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They argue,

Human beings must manage a complex array o f  emotions and 
behaviours in order to maintain themselves in their social 
network so as to maximize fitness. Affects such as shame and 
guilt play a useful, even essential, role in guiding individuals’ 
behaviour to match well with the values o f their particular 
group. It is essentially theorized that dysphoria [a state o f  unease 
or discomfort, emotions] such as guilt and shame should, in

the Birth o f  the S e lf  (N e w  York: N orton  1992), w ho d evelop ed  T om k in s’ notions o f  sham e, a lso  argued  
that “sham e-hum iliation” “is an affect program  designed  to be triggered in those situations w hen  there is 
an im pedim ent to the continuation o f  positive  affect” and “an auxiliary to the p ositive  affects, rather than 
a true affect” (138). He based his argum ent on the evolu tion  o f  higher centres o f  cognition . In earlier 
evolu tion  all that sham e affect did was turn o f f  positive affects according to N athanson , but the more 
com plex  the brain becam e, the m ore functions could  be influenced by sham e (1 4 1 ). M, Reim er, “Sinking  
into the Ground: The D evelopm ent C onsequences o f  Sham e in A d olescen ce, D eve lo p m en t R eview  16 
(1996): 3 2 1 -3 6 3 , criticized N athanson’s argum ent o f  an innate affect system , triggered b y  and for the 
interruption o f  positive  affect and posited  interruption o f  positive  functions esp ecia lly  in socia l situations, 
These argum ents were previously counter-argued by G. M andler, M in d  a n d  E m otion  (N ew  York: W iley , 
1975), that em otions in fact interrupt goals and plans (and positive  affect) but can have m any em otional 
consequences. Sham e-based interruptions o f  positive  affect m ore lik ely  created reactions like anger, fear, 
and sadness, respectively. Sham e is m ore lik ely  to result from  a lo ss o f  positive  affect associated with  
devaluation o f  the se lf, P. Gilbert, “W hat is Sham e? Som e Core Issues and C ontroversies,” in P. Gilbert 
and B. A ndrew s, eds,, Sham e: In terperson a l B ehaviour, P sych opa th o logy , a n d  Culture  (O xford: O xford  
U niversity Press, 1998), 5. P. Gilbert, H um an N ature a n d  Suffering  (H ove, UK.: Erlbaum, 1989) develops  
this argum ent as fearful, subm issive sham e-like behaviours that cou ld  on ly  e v o lv e  in socia l situations 
where subm issive  responses w ou ld  (usually) turn o f f  or lessen  the “attack-m ode” o f  the attacker, that is, 
where they w ill have som e protective function (see  a lso  P. Gilbert and T . M cG uire, “Sham e, Status, and 
Socia l R oles: P sych ob io logy  and E volu tion ,” in P. Gilbert and B . A ndrew s, eds., Sh am e: In terperson a l  
B ehaviour, P sych opath ology, a n d  Culture (O xford: O xford U niversity  Press, 1998): 9 9 -125; D . K eltner  
and L. Harker, “T he Form s and Functions o f  the N onverbal Signal o f  Sham e,” in P. Gilbert and B. 
Andrew s, eds., Sham e: In terperson a l B ehaviour, P sych opa th o logy , a n d  C ulture  (O xford: Oxford  
U niversity  Press, 1998): 78-99, A ccording to P. Gilbert, “W hat is Sham e? Som e Core Issues and 
C ontroversies,” in P. Gilbert and B . Andrew s, eds., Sham e: In terperson a l B ehaviour, P sych opa th o logy , 
a n d  Culture  (Oxford: Oxford U niversity Press, 1998), “the interruption o f  p ositive  affect requires 
identification o f  the source o f  the interruption” (the m eaning o f  the situation) “to know  what defensive  
behaviour is required” (6). The previous ideas “that one can define an em otion  in the absence o f  the 
m eaning g iv en  to a situation has been  w ell refuted” by K. O atley, B est L a id  Schem es: The p sy c h o lo g y  o f  
em otions  (Cam bridge: Cam bridge U niversity Press, 1992), A lthough there d o esn ’t appear to be a 
consensus as to whether sham e is an innate or soc ia lly  derived em otion there appears to be little 
opposition  to the idea that sham e has a negative affect.
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most situations, lead the individual to more adaptive 
functioning.209

This is a classical argument dating back to A ristotle’s taxonom y o f  moral 

emotions in the Nicomachean Ethics, to the Bible, and to other philosophers such as 

Gabriele Taylor.210 On the other hand, in some contemporary literature, shame and 

shaming are seen to be essentially destructive o f  the spirit and o f  the natural self, and 

can impede social and personal adaptive behaviour. This is expressed by Jean-Paul 

Sartre and Vicki Underland-Rosow who note that shaming experience contributes to

911 •dysfunctional behaviour such as depression, isolation, disassociation, and rage. W hile

209 D . R. G reenw ald and D .W . Harder, “D om ains o f  Sham e: E volutionary, Cultural, and 
P sychotherapeutic A sp ects ,” in P. and B. A ndrew s, eds., Sham e: In terp erso n a l B ehavior,
P sych opa th o logy , an d  Culture  (N ew  York: O xford U niversity  Press, 1998), 225 .
210 G abriele Taylor, P ride, Shame, a n d  G uilt: E m otions o f  S e lf-assessm en t (N e w  York: O xford U niversity  
Press, 1985).
211 Jean-Paul Sartre, B eing a n d  N oth ingness  (N ew  York: W ashington Square Press, 1956) and V icki 
U nderland-R osow , Sham e: Sp iritua l Su icide  (Shorew ood , M N: W aterford Publications, 1995). For P. 
G ilbert, “W hat is Sham e? Som e Core Issues and C ontroversies,” in P. Gilbert and B . A ndrew s, eds., 
Sham e: In terperson a l B ehaviour, P sych opa th o logy , a n d  C ulture  (Oxford: O xford U niversity Press, 1998), 
anxiety appears central to the sham e experience, and he finds it d ifficu lt to consider sham e without it (6). 
E pisodes o f  sham e have an alm ost panic-like quality about them , where the capacity  for rational thinking  
is suspended, H. L ew is, “The R ole  o f  Sham e in D epression ,” in M . Rutter, C .E. Izard and P .B . Read, eds., 
D ep ress io n  in Young P eop le: D eve lo p m en ta l a n d  C lin ica l P ersp ec tive  (N e w  York: G uilford Press, 1986): 
3 2 5 -3 3 9 . O ne is not only  aware o f  the scrutiny o f  the other but also  b ecom es in tensely  and rapidly 
aroused. W ith this affect sh ift one can experience intense anxiety, feel o n e ’s m ind go blank, or have 
feelin gs o f  being rooted to the spot, w ish ing the ground w ou ld  open  up and one cou ld  sink out o f  sight or 
flee. Sham e is also often defined as an acute arousal or fear o f  being exposed , scrutinised, or negatively  
judged  by others, F ischer and T angney, “ S elf-C onscious E m otions and the A ffect R evolution: Framework  
and O verview ,” in J.P. T angney and K .W . F ischer, eds., Self-C on sciou s E m otions: The P sychology> o f  
Sham e, Guilt, E m barrassm en t a n d  P rid e  (N ew  York: G uilford Press 1995): 3 -22; P. Gilbert and P. 
T rower, "The E volution and M anifestation o f  Socia l A n x ie ty ,” in W .R. Crozier, ed ., S h yn ess a n d  
E m barrassm en t: P ersp ec tives  fro m  S o c ia l P sychology’ (Cam bridge: Cam bridge U n iversity  Press, 1990): 
144-177 . H ow ever, descriptions o f  a "sham e-attack” or a sham e ep isode, II. L ew is, “T he role o f  sham e in 
depression ,” in M, Rutter, C.E. Izard and P .B . Read, eds., D ep ress io n  in Young P eo p le: D eve lo p m en ta l 
a n d  C liin ca l P ersp ec tive  (N ew  York: G uilford Press, 1986), 3 2 5 -3 3 9  and M . R eim er, “Sinking into the 
ground: The D evelopm ent and C onsequences o f  Sham e in A d o lescen ce , D eve lo p m e n t R ev iew  16 (1996): 
3 2 1 -3 6 3 , are alm ost identical to shy response in socia l situations, P, Gilbert, “W hat is Sham e? Som e Core 
Issues and C ontroversies,” in P. Gilbert and B . A ndrew s, eds., Sham e: In terp erso n a l B ehaviour, 
P sych opath ology’, a n d  Culture  (Oxford: O xford U niversity  Press, 1998), 6. J. C heek and L. M elchior, 
"Shyness, S e lf-esteem  and S e lf-con sc iou sn ess,” in H. Leitenberg, ed., H an dbook  o f  S o c ia l a n d  E valuation  
A n xie ty  (N ew  York: Plenum , 1990), describe shyness reactions as "global feelin gs o f  tension, sp ecific  
ph ysio log ica l sym ptom s, painful se lf-con sciou sn ess, worry about being  evaluated n egatively  b y  others, 
awkwardness, inhibition and reticence” (48 ). M . Leary and R. K ow alsk i, S o c ia l A n x ie ty  (N ew  York: 
G uilford Press. 1995), describe shyness and sham e ep isodes sim ilarly to so c ia l anxiety  attacks. T hey  note
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both arguments are presented in the psychological literature there is little compelling 

empirical evidence to substantially support either position particularly with regard to the 

role o f  shame.212 Kaufman attributes this to “a significant degree o f  shame about shame,

that the defin ing characteristic o f  “socia l anxiety” is that un like other anxieties, socia l anxiety arises from  
the prospect or presence o f  interpersonal evaluation in  a real or im agined socia l settings. For them  social 
anxiety could  just as easily  be ca lled  “evaluation  anxiety” according to (c ited  in For P, Gilbert, “W hat is 
Sham e? Som e Core Issues and C ontroversies,” in P. Gilbert and B . A ndrew s, eds., Sham e: In terpersonal 
Behaviour, P sych opa th o logy , a n d  C ulture  (O xford: O xford U niversity  Press, 1998), 6. A . B eck , G.
Emery, and R. G reenberg, A nxiety D iso rd ers  a n d  P h ob ias: A C o g n itive  A pp ro a ch  (N ew  York: B asic  
B ooks, 1985), regard socia l anxiety as evaluation anxiety and also  link it d irectly  to sham e: “The  
experience o f  sham e is important in d iscussions o f  socia l anxiety because the so c ia lly  anxious person is 
fearful o f  being sham ed in many situations” (1 5 6 ). A gain , how ever, alm ost identical descriptions have 
been written for social phobia, R. Rapee and R. Ileim ber, “A  C ogn itive Behavioural M odel o f  A nxiety  in 
Social Phobia,” B eh avior T herapy a n d  R esearch  35 (1997): 7 4 1 -7 5 6 , and D . Clark and A . W ells, “A  
C ognitive M odel o f  Socia l Phobia,” in R. G. H eim berg, M .R . Leitenberg, D .A . H ope, and R. R. Schneier, 
eds., S o c ia l P hobia: D iagnosis, A ssessm en t a n d  T reatm ent (N ew  York: G uilford Press, 1995): 69-93 , 
argue that fear o f  negative evaluation, exposure and socia l avoidance (h id ing) are hallm arks o f  social 
anxiety. In recent m odels, R. Rapee and R. H eim berg, “A  cogn itive  B ehavioral M odel o f  A n x iety  in 
S ocia l Phobia,” B eh avior T herapy a n d  R esearch  35 (1997): 7 4 1 -7 5 6 , include evaluation o f  the s e l f  b y  the 
self, and s e l f  as m ay appear in the e y es  o f  others, concerns w ith fa lling short o f  standards, attentional and 
inform ation processing biases, raised sensitiv ity  to internal arousal cues, and distinct behavioural 
dispositions for avoidance and escape as central socia l phobia, (P. Gilbert, “W hat is Sham e? Som e Core 
Issues and C ontroversies,” in P. G ilbert and B . A ndrew s, eds., Sham e: In terp erso n a l B ehaviour, 
P sych opa th o logy , a n d  Culture  (O xford: O xford U niversity  Press, 1998), 6. P. Gilbert, J. Pehl, and S.
A llan, “A n E xploration o f  Sham e M easures: The Other as Sham er S ca le ,” P erso n a lity  a n d  In dividual 
D ifferen ces  17 (1994): 713-717 , found that m any o f  the com ponents o f  sham e such as se lf-con sciou sness  
and inferiority w ere as h igh ly correlated w ith a m easure o f  soc ia l anxiety (Fear o f  N eg ative  Evaluation: 
F N E ) as they w ere with sham e. W hat is striking is that the current literature on socia l anxiety  and on  
sham e share little com m on ground, P. Gilbert and P. Trower, “The E volution and M anifestation o f  Social 
A n xiety ,” in W . R. Crozier, ed., Shyness a n d  E m barrassm en t: P ersp ec tive s  fro m  S o c ia l  P sychology  
(Canrabridge, M A: Cambridge U niversity  Press, 1990), 144-177. In both bod ies o f  literature there are 
com m on questions about the actual nature o f  fear in avoidance behaviour -  socia l anxiety m ay be related 
to the fear o f  feeling asham ed, the fear o f  being  sham ed, or both, A  d istinction  betw een  being  sham ed  
and feeling asham ed is instructive. "One m ay fear being sham ed because o f  possib le  dam age to o n e’s 
career yet not fear the affects (su ch  as anxiety) o f  sham e. In socia l anxiety, people  m ay fear the 
sym ptom s o f  anxiety because they believe  such sym ptom s w ill seriously  interfere w ith their efforts at 
positive  self-presentations” (“W hat is Sham e? Som e Core Issues and C ontroversies,” in P. Gilbert and B. 
A ndrew s, eds., Sham e: In terpersonal B ehaviour, P sych opa th o logy , a n d  C ulture  (O xford: O xford  
U niversity Press, 1998), 7. W hile the role o f  anxiety is controversial and is certainly not defin itive, the 
roles o f  anger, hum iliation, disgust, and dignity fair no better,
212 Som e p sych olog ists have d iscussed  the adaptive functions o f  negative and p ositive  affects for 
individual physical survival, socia l d ecision  m aking, and psych o log ica l w e ll-b ein g  they have yet to begin  
a detailed exam ination o f  the role o f  sham e. See L. Clark and D . W atson, “D istingu ish ing Functional 
from  D ysfunctional A ffective  R esp onses,” in P. Ekman and R.J. D avidson, eds., The N ature o f  Em otion  
(N ew  York: O xford U niversity Press, 1994): 131-136; A .R . D am asio , D e s c a r te s ' E rror. (N ew  York: 
Putman, 1994); P. Ekman and R. J. D avidson, “Afterword: W hat Is the Function o f  E m otions” in P. 
Ekm an and R.J. D avidson (E ds.), The N ature o f  E m otion. (N e w  York: O xford U niversity  Press, 1994), 
137-139; N .H . Frijda, “Em otions are Functional, M ost o f  the T im e,” in P. Ekman and R.J. D avidson, eds., 
The N ature o f  E m otion. N ew  York: O xford U niversity Press, 1994), 112-122; and C. E, Izard, 
“O rganizational and M otivational Functions o f  D iscrete E m otions,” in M . L ew is and J.M. H aviland, eds.,
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causing it to remain hidden”213 something that I experienced in m y research when my 

collaborators told me that they feared that I would see them differently when they 

related their experiences. Another reason for the lack o f  empirical research is the 

inadequacy o f  language which accurately perceives, describes, and brings into 

meaningful relationship this human emotion. “Knowledge o f  inner states, however, is 

ultimately the prisoner o f  the particular language used to describe those states because 

language shapes perception. The psychoanalytic language attempts to account for 

shame with a distinct panoply o f constructs already deemed valid.”214 The competing

H andbook  o f  E m otions  (N ew  York: G uilford Press, 1993) and H itm an E m otions  (N e w  York: Plenum , 
1977).
213 G. Kaufm an, Tlw P sych o lo g y  o f  Sham e: T h eo iy  a n d  Treatm ent o f  S h a m e-b a sed  Syn drom es  (N ew  
York: Springer Publish ing, 1989), 4 , and Sham e: The P o w er  o f  C arin g  (Cam bridge, M A: Schenkm an, 
1980).
214 Kaufm an, l l . S .  M iller, The Sham e E xperien ce  (H illsdale, NJ: The A nalytic  Press, 1985) argues that 
“as com prehensive sham e theories, the reaction-form ation theories focus too narrowly on a single  
dynam ic” (11). A lthough these theorists identify com m on -sense situations in w hich sham e experience  
interrupts m orally forbidden exhibition ism , M iller argues they m istakenly see  that function as the defining  
core o f  the sham e experience (11), T hey  study a particular function o f  sham e and neg lect to study the 
sham e experience itself. “T hey present sham e as an experience o f  personal inferiority that does not in fact 
represent a real negative conviction  about the self. Instead, sham e sig n ifies an attem pt to deflect attention 
aw ay from im pulses to exhibit an erotically  v iew ed  s e lf  or body” (11). A lthough those o f  the reaction- 
formation v iew  som etim es use sham e in context that appears to reflect the perspective that sham e is a 
straightforward expression  o f  negative self-evaluation , the formal theory considers sham e sim ply as a 
defence on ly  and g iv es it no real expressive function (11 -12).
A  second group o f  writers, H. K ohut, “T houghts on N arcissism  and N arcissistic  R age,” in P sych oana lytic  
S tu dy o f  the  Child 27 (1972): 360 -4 0 0 ; IT. L ew is, Sham e a n d  G uilt in N eurosis  (N ew  York: International 
University Press, 1971); P. Knapp, “Purging and Curbing: A n Inquiry into D isgust, Satiety, and Sham e,” 
J ou rn a l o f  N ervou s a n d  M en ta l D isea ses  144 (1967): 5 1 4 -5 3 4 , shares w ith the Freudian group an 
orientation toward sham e as a functional event. T hey acknow ledge “an arousal-blocking function o f  
sham e, but do not v iew  arousal as necessarily  m orally dangerous; rather, arousal m ay be threatening to the 
eg o ,” S, M iller, The Sham e E xperien ce  (H illsdale, NJ: T he A nalytic Press, 1985), 9. T hese writers see  
sham e as an intervening function to various forms o f  exhibition istic  excitem ent, but do not posit m orality 
as the ex c lu siv e  m otive behind the braking operation (12 ), T hey point to the ego-disruptive impact o f  
over-stim ulation and the need for a m echanism  to reverse high stim ulation that m ay be dangerous to the 
organism . Therefore they propose that sham e, like disgust, evo lved  in order to curb appetites that m ay be 
dangerous to the s e l f  (12 ). “A s d isgust curbs hunger, sham e counters sexual instincts and functions as a 
protection against the lo ss o f  self-boundaries w hich is im plicit in absorbed sexual fantasy” (12). From  
this perspective sham e is seen  as positive e ffec t providing re lie f from  dangerous situations, The majority 
o f  writers in the literature characterise sham e itse lf  as a painfu lly  stim ulated state; i f  their interpretation is 
correct, then it is som ew hat d ifficu lt to accept the idea that sham e com es as a relief. Sham e has been  
exten sively  investigated as a psych osexual phase o f  developm ent or as feelin gs about the body rather than 
non-sexual or a non-physical aspect o f  the self. N o t all writers, K. H om ey , “The Dread o f  W oman: 
O bservations on a Sp ecific  D ifference in the Dread Felt b y  M en and by W om an R esp ective ly  for the
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O pposite S ex ,” In tern ation al Journal o /P sy ch o a n a ly sis  13 (1932): 248-360; F. A lexander, “Remarks 
A bout the R elationship o f  Inferiority F eelings to G uilt F ee lin gs,” In tern a tion a l Jou rn a l o f  P sych oan a lysis  
19 (1938): 41 -49; R. Grinker, “G row th Inertia and Shame: Therapeutic Im plications and D angers,” 
In tern ation al Jou rn a l o f  P sych oan a lysis  36  (1955): 242-253; G. E ngel “T ow ard a C lassification  o f  
A ffects ,” in P. Knapp, ed., E xpression o f  the E m otions in M an  (N ew  York: International U n iversity  Press, 
1963); M M aym an, The Sham e E xperience, the Sham e D ynam ic, a n d  Sham e P erso n a litie s  in 
P sych o th erapy. Paper presented at the G eorge K lien M em orial A ddress, A m erican P sycholog ica l 
A ssociation  Annual M eeting, (N ew  York: 1974); H. Kohut, “T he A n alysis o f  the S e lf,” In tern ation al 
Jou rn a l o f  P sych o a n a lys is  (1971) associate sham e feelin g  w ith ex c lu s iv e ly  a se lf-co n flic t but an 
expressive  state. T hey “define sham e as an acute experience o f  inferiority feelin g  that m ay refer to any 
aspect o f  s e l f  or to the s e l f  experienced as a unity and loss o f  control. Sham e is an experience -  often  
referring to the s e l f  as a w hole -  w h ose  m eaning is revealed by the experienced  nature o f  the feelin g” (16- 
17). For K. H om ey, The C o llec ted  W orks o f  K aren  H o m e y  Volum e II: Self-A nalysis, N eurosis, an d  
H um an G row th  (N ew  York: N orton) sham e d evelop s during the phallic phase o f  developm ent, R. Karen, 
“Sham e,” A tlan tic  M on th ly  269. 2 (1992): 40 -7 0 , S. M iller, The Sh am e E xperien ce  (H illsdale, NJ: The 
A nalytic Press, 1985), 16. Sham e is the result from  the failure to m ove forward developm entally . The  
role o f  guilt inhibits se lf-developm ent and the role o f  sham e prom otes developm ent, S. M iller, The Sham e  
E xperience  (H illsdale , NJ: The A nalytic  Press, 1985), 18. A . Grinker, “G row th Inertia and Shame: 
Therapeutic Im plications and D angers,” In tern ation al Jou rn a l o f  P sych o a n a lys is  36  (1955): 2 4 2 -2 5 3 , sees  
sham e as a response to the failure to master a developm ental task at the norm ally expected  time. H e does 
not reduce sham e over relatively late developm ental failure to a m ere reverberation o f  som e early failure 
as does Engel and M aym an, who su ggests that sham e experience m ay refer to anal experiences o f  lo ss o f  
control or loss o f  good  feeling about body products or to phallic concern w ith  genital size  or function, S. 
M iller, The Sham e E xperience  (H illsdale , NJ: The A nalytic Press, 1985), 15. A dult sham e is seen  as the 
transform ation o f  childhood body narcissism . A ll adult experience has a history; therefore, sham e in an 
adult is a reminder o f  childhood sham e experience. M any, but not all, center on a focus on the body (15). 
On the other hand, Kohut 1972 d iscusses sham e in the context o f  narcissistic personality. “H e thinks o f  
sham e as a collapse o f  se lf-esteem  that is developm entally  linked to parental failures to respond  
attentively and appreciatively to the child  as a w hole hum an being rather than as a co llection  o f  body parts 
and functions, ” (17). Here Kohut contrasts a theory o f  sham e as a reaction-form ation function m eant to 
obscure forbidden exhibition ism  to a sham e response as undisgu ised exh ib ition ism  that is judged  
externally to be infantile. Sham e appears to be sham e over the w ish  to exhibit o n e ’s w h ole  se lf, not 
sham e over a particular body part or process, (17). In M . M aym an’s, The Sham e E xperience, the Sham e  
D ynam ic, a n d  Sham e P erso n a litie s  in P sych o th erapy  (Paper presented at the G eorge K lien  M em orial 
Address, A m erican P sycho log ica l A ssociation  Annual M eeting, N e w  York City) v iew , the sham e-prone  
adult learned as others regard a child  d isp lays w ith pride and excitem ent as laughable, cute, or 
underdeveloped. “H e understands the exhibition istic im pulse as the background against w hich the 
inferiority feelin g  develop s, not necessarily  as the m otive for the inferiority feelin g ,” S. M iller, The Sham e  
E xperien ce  (H illsdale, NJ: The A nalytic  Press, 1985), 15-16. S. M iller considers both the reaction- 
form ation and expressive state theories as important to an understanding o f  the developm ent o f  inferiority  
feelings. “Sham e is felt w hen an injurious situation breeds inferiority feelin gs. But sham e also  m ay grow  
strong because normal defenses against inferiority feelin gs cannot be used, or because guilty  or self- 
abusive trends actually encourage such feelings" (16). T he reaction-form ations are instances o f  sham e  
that appear because guilt (or other sources o f  anxiety) encourage the person to v iew  their bod y or 
behaviour as sham eful w hich has direct expressive sign ifican ce. “The experience o f  the s e l f  as inferior is 
present and real, as in all sham e experience. But the sham e is nourished in part by guilt or other anxieties 
that restrict the individual to perceiving only the negative narcissistic potential in a situation, not the 
positive (prideful) potential." (16 ). N ot only are there different sch o o ls and theoretical approaches to 
sham e, but the phenom enon can be conceptualized and studied in terms o f  its com ponents and 
m echanism s, J. T angney, “A ssessin g  Individual D ifferences in Proneness to Sham e and Guilt: 
D evelopm ent o f  the S e lf-con sc iou s A ffect and Attribution Inventory,” Jou rn a l o f  P erso n a lity  a n d  S ocia l 
P sych o logy  59 (1990): 102-111; “Sham e and G uilt in Interpersonal R elationsh ips,” in J. P. T angney and 
K. W. Fischer, eds., Self-con sc iou s E m otions: The P sych o lo g y  o f  Sham e, G uilt, E m barrassm en t a n d  P rid e  
(N ew  York: G uilford Press, 1995): 2 3 7 -2 5 2 , “Conceptual and M eth odolog ica l Issues in the A ssessm ent o f
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psychological languages or theories have oriented the research toward examining guilt. 

“The consequent reification o f  guilt as a construct has unfortunately obscured the role 

o f shame, hindering accurate perception o f its impact and dynamic complexity.”215

Sham e and G uilt,” B eh a v io u r T herapy a n d  R esearch  34  (1996): 741 -754 . A s w e have seen  it can be 
exam ined in terms o f  em otion, as a primary affect in its ow n right, as an secondary em otion , or as a 
com posite o f  a variety o f  em otions such as fear, anger, and self-d isgust, for exam ple, G. K aufm an, The 
P sych o lo g y  o f  Sham e: Theory a n d  T reatm ent o f  Sham e- b a se d  S yn drom es (N e w  York: Springer, 1989);
D . Nathanson, S ham e a n d  P ride: Affect, Sex, a n d  the Birth o f  the S e lf  (N e w  York: N orton, 1992); A. 
M orrison, “The E ye Turned Inward: Sham e and the S e lf,” in D . L. N athanson , ed., The M any F aces o f  
Sham e (N ew  York: G uilford Press, 1987): 271-291; L. W urmser, “Sham e: The V eiled  C om panion o f  
N arcissism ,” in D . L. N athanson, ed., The M an y F aces  o /S lia m e  (N e w  York: G uilford Press, 1987): 64- 
92; M . Jacoby, S ham e a n d  the O rig in s o f  S e lf-esteem : A Jungian  /Ipproach (London: R outledge, 1994);
M . Lansky, F athers Who F ail: Sham e a n d  P sych o p a th o lo g y  in the F am ily  System  (N e w  York: A nalytic  
Press, 1992); S. M iller, Sham e in C ontext (H illsdale, NJ: The A nalytic  Press, 1996); “H um iliation and 
Shame: C om paring T w o  A ffect States as Indicators o f  N arcissistic  S tress,” Bulletin  o f  the M enninger  
C lin ic  52 (1988): 40-51  The Sham e E xperien ce  (H illsdale, NJ: T he A nalytic  Press, 1985); P. M ollon , The 
F rag ile  Self: The S tru ctu re  o f  N a rc iss is tic  D istu rban ce  (London: Whurr, 1993); as cognitions and beliefs  
about the s e l f  that one is and/or seen  by others to be inferior, flaw ed, or inadequate, M . L ew is, Sham e:
The E xposed  S e lf  (N e w  York: The Free Press, 1992); “The E m ergence o f  H um an E m otions, “ in M.
L ew is and J.M. H aviland, eds., H andbook  o f  E m otions  (N ew  York: G uilford Press, 1993): 223-235; “Self- 
C onscious E m otions,” A m erican  S c ien tist 83 (1995): 68-78; D . Stipek, “The D evelop m en t o f  Pride and 
Sham e in T oddlers,” in J.P. T angney and K .W . F ischer, eds., Self-con sc iou s E m otions: The P sych o lo g y  o f  
Sham e, Guilt, E m barrassm en t a n d  P rid e , (N e w  York: G uilford Press, 1995):237-252; H. L ew is, Sham e  
a n d  G uilt in N eurosis  (N ew  York: International U niversity  Press, 1971); The R o le  o f  Sham e in Sym ptom  
F orm ation  (H illsdale, NJ: Erlbaum, 1987); “Sham e -  The “S leeper” in P sychopath ology ,” in H .B . L ew is, 
ed,, The R o le  o f  Sham e in Sym ptom  F orm ation  (H illsdale, NJ: Erlbaum, 1987): 1-28; “ Sham e and the 
N arcissistic  P ersonality,” in D .L. N athanson, ed., The M any F aces o f  Sh am e  (N e w  York: G uilford Press, 
1987): 93-132; “The R ole o f  Sham e in D epression  O ver the L ife Span,” in H .B , L ew is, ed ., The R ole  o f  
Sham e in Sym ptom  F orm ation  (H illsdale, IIJ: Erlbaum, 1987): 2 9 -5 0 , as behaviours and actions, such as 
running away, h id ing, concea ling  or attacking others to cover o n e ’s sham e; as an ev o lv ed  m echanism  that 
holds sim ilar b iobehavioural system s o f  su bm issive behaviour expressed by anim als; and interpersonal 
dynam ic interrelationships o f  sham ed and shamer, D . C ohen, J. V andello , and A . Rantilla, “T he Sacred 
and the Socia l: Culture o f  Honor and V io len ce ,” in P. Gilbert and B . A ndrew s, eds., Sham e: In terpersonal 
B ehaviour, P sych opa th o logy , a n d  Culture (O xford: O xford U niversity  Press, 1998), 261-282; N . 
Lindisfarne, “G ender, Sham e, and Culture: A n  A nthropological P erspective,” in P. Gilbert and B. 
A ndrew s, eds., Sham e: In terperson a l B ehaviour, P sych opa th o logy , a n d  Culture (O xford: O xford  
U niversity Press, 1998), 246-260; T. Scheff, “Sham e in the L abelling o f  M ental Illness,” in P. Gilbert and 
B. Andrew s, eds., Sham e: In terperson a l B ehaviour, P sych opa th o logy , a n d  C ulture  (Oxford: O xford  
U niversity Press, 1998) 191-205; E. G offm an, Stigm a: N o tes on the M an agem en t o f  a  S p o iled  Iden tity  
(H arm ondsworth, UK: Penguin, 1968); M . F ossum  and M. M ason, F a cin g  Sham e: F am ilies in R ecovery  
(N ew  York: N orton, 1986); J Harper and M . H oopes, U n covering  Sham e: An A pproach  In tegra ting  
In dividuals a n d  Their F am ily System s  (N ew  York: N orton, 1990).
215 G. Kaufm an, The P sych o lo g y  o f  Sham e: Theory a n d  T reatm ent o f  S h a m e-b a sed  S yndrom es  (N ew  
York: Springer Publishing, 1989), 11. Freudian concepts o f  d evelopm ental theory w ere challenged by H. 
Sullivan, C on cep ts o f  M o d e m  P sy c h ia tiy  (N ew  York: N orton, 1953); The In terp erso n a l Theory o f  
Psychiatry (N e w  York: N orton, 1953); C lin ica l S tudies in P sy ch ia tiy  (N ew  York: N orton, 1956) and B. 
K ell and J. Burow , D eve lo p m en ta l C oun selling  a n d  Therapy  (B oston: H oughton M ifflin , 1970). In terms 
o f  interpersonal theory by W. Fairbairn, P sych o a n a ly tic  S tu dies o f  the  Personality (London: R outledge  
and K egan Paul, 1966); II. Guntrip, P erso n a lity  S tru ctu re  a n d  H um an In teraction  (N ew  York: 
International U n iversities Press, 1961); S ch izo id  Phenom ena, O b jec t-re la tio n s a n d  the S e lf  (N e w  York:
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Another reason is that accepted theories and traditional m ethods o f treatment have

largely failed in the treatment o f shame.216 And finally, in social terms Kaufman sees

the radical transformation o f civilization both in society and fam ily as a contributing

factor in the incidents o f shaming. The problems in contemporary life are seen as the

result o f  inadequate parenting.

A century ago, the extended family provided each developing 
individual with a vital supporting network o f  additional 
parenting figures. Not only has that been lost, but the nuclear 
family itself has given way to single-parent families, dual­
career families, latchkey children, post-divorce families,

•y i  n

blended families, step-families, and so on.

Culture is in the midst o f profound transition, and “the breakdown o f  traditional forms 

o f  family and interpersonal relations has further intensified the experience o f  shame, 

bringing it into new and wider focus.”218 Kaufman argues that “parents feel burdened 

and taxed by the demands o f  living in a complex, technological society and feeling 

equally ill-prepared for the demands o f  parenting in such a society .. .[and] simply

B asic B ooks, 1969) and P sych o a n a lytic  Theory, Therapy a n d  the S e lf  ( N e w  York: B asic B ooks, 1971), 
object-relations theory, by S. T om k in s,’ Affect, Im agery, C onsciou sness: Vol. I, The P o sitive  Affects 
(N ew  York: Springer, 1962); Affect, Im ageiy , C onsciousness: Vol. 2, The N eg a tive  A ffects  (N ew  York: 
Springer, 1963); “Script Theory: D ifferential M agnification o f  A ffec ts ,” H .E. H ow e and R .A . D ienstbier, 
eds., N ebraska  Sym posium  on M otiva tion  V o l. 26 (L incoln: U n iversity  o fN eb ra sk a  Press, 1979), 201- 
236; “A ffec t T heory,” in P. Ekman, ed,, E m otions in the H um an F ace  (Cam bridge: Cam bridge U niversity  
Press, 1982); “A ffect Theory,” in K .R . Scherer and P. Ekman, eds., A p p ro a ch es to  E m otion  (H illsdale,
NJ: Erlbaum, 1984); “Sham e,” in D .L . N athanson, ed., The M an y F aces o f  Sham e  (N ew  York: G uilford  
Press, 1987), 133-161 and “Script T heory,” in J. A rnoff, A .I. Rabin, and R .A . Zucker, eds., The 
E m ergen ce o f  P erso n a lity  (N ew  York: Springer, 1987), 147-216; G. Enge and A . Schm ale, 
“C onservation-w ithdrawal: A Primary R egulatory H om estasis,” in P h ysio logy , E m otion, an d  
P sych o so m a tic  Illness  (Am sterdam : Elsevier: C IB A  Foundation Sym p osium  8. 1972), 57 -85 , affect 
theory w hich provides the central focus for the current core issu es and controversies o f  sham e research.
216 G. K aufm an, P sych o lo g y  o f  Sham e: Theory an d  T reatm ent o f  S h a m e-b a sed  S yn drom es  (N ew  York: 
Springer Publish ing, 1989), 11.

Kaufm an, The P sych o lo g y  o f  Sham e: T heoiy  a n d  T reatm ent o f  S h a m e-b a sed  S yn d ro m es  (N ew  York: 
Springer P ublish ing, 1989 4-5.
2,8 K aufm an, 4-5 .
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abdicate.”219 Kaufman suggests that “ [s]chools which might provide a substitute, feel 

equally burdened, prompting m any o f our young people to become discouraged in yet 

another arena. The continuing evolution o f our technological society is creating ever- 

new pressures that individuals are increasingly responding to with shame.”220 It would 

appear that for these authors shame is an ascribed condition or affect perpetuated by 

social, economic, and cultural transition as parents attempt to adapt to their changing 

environment.

Kaufman’s221 work mirrors both Schore’s and Eibl-Eibesfeldt’s research in the 

concept o f  the interpersonal bridge. An interpersonal bridge forms out o f  reciprocal 

interest and shared experiences o f trust created by parents and significant others, such as

219 K aufm an, The P sychology’ o f  Sh am e: Theory a n d  T reatm ent o f  S h a m e-b a sed  S yn drom es  (N ew  York: 
Springer Publish ing, 1 9 8 9 ,4 -5 . V ick i U nderland-R osow , Sham e: S p iritu a l S u icide  (Shorew ood , M N: 
W aterford 1995) feels som ew hat the sam e, adding that disenchantm ent or d isconnection , a separation into 
observer and object, separation from  the natural world and the need for an outside force to guarantee 
conform ity and com pliance are the roots o f  our addictive soc iety , 35 -42 .
220 G. K aufm an, 4 -5 .
221 D raw ing substantially on T hom kin’s affect theory, K aufm an’s theory o f  interpersonal developm ent 
defines these relationship requirem ents and uses affect theory (fee lin g s) as its foundation (59). It asks the 
question, “W hat are the primary interpersonal needs?” and d istinguishes the fo llo w in g  interpersonal needs 
that are innate and universal: the need  for relationship, the need for touching and holding, the need for 
identification, the need for differentiation, the need to nurture, the need for affirm ation, and the need for 
pow er (59 ). “To need is to im agine a scene involv in g  another person w ho is central in o n e ’s world. T o  
expect som ething is to im agine a scene am plified by excitem ent affect and by enjoym ent affect. N eeds  
m ay be openly  acknow ledged, understood by the other, and thereby fused w ith positive  affect. Or they  
m ay act as pathw ays to relationship deprivation and to sham e” (59 ). For K aufm an the affect o f  sham e is 
important. N o  other affect is more disturbing to the s e l f  and none m ore central to the sense o f  identity. A s 
a negative affect in the context o f  normal developm ent, sham e is seen  as the source o f  low  self-esteem , 
dim inished self-im age, poor se lf-con cept and deficien t bod y im age. H e sees sham e itse lf  as producing  
self-doubt and being disruptive to both security and confidence and as an im pedim ent to the experience o f  
belonging  and to shared intim acy. It is the experiential foundation from  w hich  con sc ien ce  and identity  
inevitab ly ev o lv es. In terms o f  pathological developm ent, sham e is central to the em ergen ce o f  alienation, 
loneliness, inferiority, and perfectionism . It plays a pivotal role in m any p sych o log ica l disorders as w ell, 
including depression, paranoia, and borderline conditions. H e sees m any eating disorders and sexual 
disorders (both physical abuse and sexual abuses) w h ich  sign ifican tly  invo lve  sham e. In a more positive  
vein, sham e alerts one to any affront to human dignity. K aufm an’s developm ent theory o f  sham e, identity, 
and the s e l f  is founded on a critical interplay o f  affect, im agery, and language. The scene is the events as 
they are lived , and experienced and affect (fee lin g) fuses w ith and am plifies the scene. Scenes focus on  
interpersonal needs and relationships, as expression o f  affect, as expression o f  the sexual and hunger 
drives, and around com petence that are imprinted w ith feeling and stored in m em ory. The scenes becom e  
the build ing b locks o f  personality (60), “Language g iv es particular m eaning to these original scenes or
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teachers. The interpersonal bridge is ruptured when any significant other fails to fully

hear, openly validate, and understand another’s needs by directly communicating

validation.222 W hen a child is treated as a generic student and not a particular child, a

real, flesh and blood, actual person, and which is not overtly expressed in word and in

action, the relationship cannot be genuine and honest.223 Just as “a child can tolerate

disappointment from a parent without lasting shame when the parent has taken time to

listen and understand, even if  the request must be denied or put o f f ’ so can a student

respond to a concerned teacher. “Some sadness or grumbling will follow, but any shame

will be temporary and eventually released, neither internalized nor m agnified” if  the

teacher reinitiates positive contact.

W hen one has behaved insensitively or reacted badly, and has 
thereby activated shame ... all that is required in reapproaching 
the other is to openly, honestly acknowledge one’s own part.
This will release the other’s shame. W hen shame activation is 
followed directly by actively restoring the interpersonal bridge, 
internalization and further magnification o f  shame do not

224occur.

governing scenes, and then continually rem akes their im ages, syn thesizing ever-new  repetitions" (60). 
A ffect, im agery, and language are seen as the central processes shaping the s e l f  and identity. “A ffect  
am plifies and imprints scenes, and the presence o f  the identical affect in tw o  different scen es increases the 
likelihood  o f  the scenes becom in g interconnected,” and directly fused together (60 ). “Our thinking 
language continually rem akes im ages o f  those crucial, ever-to-be relived , governing scen es” (60). 
L anguage d evelop s into distinct action  language patterns, or scripts (sham e scripts), for predicting and 
controlling a m agnified  set o f  scen es. A  script is not identical w ith language; it m ay or m ay not include 
language; it m ay be a look, a gesture, or reaction. “G overning scen es o f  sham e undergo m agnification  by  
im agery and further transform ation b y  language. T hese p rocesses are central to the developm ent o f  
personality as w ell as o f  various pathological distortions o f  the s e l f ’ (p. 60).
~n  G. K aufm an, The P sych o lo g y  o f  Sham e: Theory a n d  T reatm ent o f  S h a m e-b a sed  S yndrom es  (N ew  
York: Springer P ublish ing, 1989), 34.
223 W .R .D . Fairbairn, P sych o a n a lytic  S tu d ies o f  the P erson a lity . (London: R outledge and K egan Paul, 
1966), 39 -4 0 , and B . K ell and J. B urow , D eve lo p m en ta l C ounseling a n d  T herapy  (B oston: H oughton  
M ifflin , 1970) describe the requirem ents for a genuine and honest relationship betw een  child  and parent 
that m ay equally  apply to teacher and student.
224 K aufm an, The P sych o lo g y  o f  Sham e: T heoiy  a n d  T reatm ent o f  S h a m e-b a sed  Syn drom es  (N ew  Y  ork: 
Springer Publishing, 1989), 34.
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Therefore, what distinguishes a shaming episode from a non-shaming episode is the 

shamer’s response to a shaming episode.

Sister Michael Joseph’s response to me as a child artist when she failed to make 

contact for the duration o f the class is an example o f  a shaming script. Failing to 

acknowledge my effort and yet placing the art at the front o f  the class during the 

exhibition suggest that she m ay have recognized that her actions were inappropriate and 

in an indirect way was attempting to reconnect with me. However, her failure to make 

direct contact, and to leave it hanging for the rest o f the class to see after the exhibition, 

suggests she recognized the power o f shaming. W hich leaves me to wonder whose 

shame it was.

Spillane’s phenomenological study225 o f medical students’ shaming experiences is 

informative and significant. What is particularly significant is that the site is not only a 

teaching environment, it is a school for training professional care-givers. All students in 

the study described their shaming experiences in their training as painful and hurtful.

Their descriptions and assessments o f these experiences were complex variations o f 

self-evaluations about their own worth and promoted questions, not about learning the 

curriculum, but about whether they wanted to continue in a profession where they would 

have to endure a teaching practice based on shaming. W hen the environment was 

supportive and respectful, when the ability to value skills and knowledge was not 

“powerfully” undermined there was an emerging sense o f  competence.226 O f particular

225 T .F. Spillane, An E xplora tory  S tu dy o f  P h y s ic ia n s ' E xperien ces o f  Sham e in the C ourse  o f  their  
T raining  (A nn Arbor, M l M assachusetts S chool o f  P rofessional P sych o logy , 1995), 73 -1 7 1 . I ’ve  
attem pted to sum m arize the general them es o f  the study. A lso  see  J, M iddleton-M oz, Sham e a n d  Guilt: 
The M asters o f  D isg u ise  (D eerfield  B each , FL: H ealth C om m unication, 1990).
226 Spillane, 73.
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note for me was one participant’s shaming experience around an oral presentation that 

was “totally traumatizing” and which is evoked each time the individual makes an oral 

presentation.227 This student developed a coping strategy to continue his studies by 

becoming immersed in literature and film. W hat this student was able to do was to build 

a “wall” “ to protect him self against further injury,” and “to simultaneously hold his own 

painful experience in view when he assumes a m ore powerful role with other students.”

He states,

I am pretty much treating people the way I would like to be treated, 
or the way the nice people at work treated me. I want them to have 
a positive experience. I want them to learn, but I also want to be 
very supportive o f them and want them to have a good tim e.228

He also suggests that this “legalized hazing” he experienced was a “kind o f

“characterological substrate” for those who find the hierarchically-based power structure

o f  medical training to be particularly suited to their psychological needs. He notes that,

“some o f  the attendings who are the worst ones were the ones who were hurt more and

they are just trying to get back at others.”229 W hile he is unwilling to perpetuate this

cycle o f hazing and refuses to haze, he still rationalized and finds a place for shaming in

its use as a function o f increased power and increased responsibility where physicians

use shame as a way to insure optimal performance.230 This rationalization seems

inconsistent with his own experience, since in fact his experience did not optimize his

performance but hindered it. Others students had similar rationalizations; however, they

are quick to note that “high-pressured learning is the worst way anyone could possibly

227 Spillane, 75,
228 T .F. Spillane, An E xplora tory  S tu dy o f  P h y s ic ia n s ' E xperien ces o f  Sham e in the C ourse  o f  th e ir  
T raining  (A nn Arbor, MI: M assachusetts School o f  P rofessional P sy ch o logy , 1995), 77.
229 Spillane, 77.
239 Spillane, 80.
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learn ... you put someone in an awkward position where it is very difficult for them to

think, and it is very difficult for them to be in a learning env ironm ent. . . ” Yet another

student felt shaming experiences “were crucial in learning medicine, although (they)

don’t have to be malicious” and admitted he was involved in shaming other students

through modelling the behaviour o f other physicians until he developed his own identity

as a physician. Shaming for this student seems “more to be about power, humiliation,

and people wanting to feel that they are better than someone else. People who want to

• 111
feel superior, feeds it. People having it done to them, trying to get back, feeds it.”

Shaming may be a reaction to feeling “ insecure enough that they feel the need to assert

their power because they clearly know more” and this “ is how they learned ... so I have

to pass it on.”232 It is “sort o f  a parent-child relationship, which is, sort of, interesting

because my ideal parent-child relationship is not based on, sort o f  humiliation or a

necessity to assert the hierarchy, but I guess what I mean by that is m aintaining that

person in the child or subordinate role, and really making sure that hierarchy is clear.”233

A distinction is made between “hierarchies that serve a functional purpose in

maintaining roles and clarifying responsibilities in times o f  high stress, and those that

seem more about fostering or maintaining a sense o f  oneself as a strong person.”234 This

student postulates that shaming occurs when,

People have to affirm who they are, and part o f  that is affirming 
how they got to be who they are, and it’s always a painful thing for 
people to say, “Well, I’ve been abused” or “Something has been 
wrong in my making,” because that calls into question who they

231 Spillane, 84.
232 T .F. Spillane, An E xplora tory  S tu dy o f  P h ysic ia n s' E xperien ces o f  Sh am e in the C ou rse  o f  their  
Training  (A nn Arbor, MI: M assachusetts S chool o f  P rofessional P sych o logy , 1995), 88
233 Spillane, 89.
234 Spillane, 89.
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are. And I think in some wavs by perpetuating something, i t ’s 
saying this way o f being is OK. 35

This “process o f incorporating abusive experiences leads to a kind o f identity formation

or characterological style that becomes rigidified and fixed out o f  a defensive need.”236

Shaming is then seen as a barrier to breaking boundaries. Each student developed

coping strategies that in some sense allowed them to hide or deny their shaming

experiences. “Sharing experiences with others and being able to articulate thoughts and

feelings with friends that would not be safely tolerated within the power structure o f  the

medical hierarchy was one way in which these students metabolized their

experience.”237 Those who admitted to shaming others justified their actions as a critical

part o f  learning to deal with crisis situations, and as an affective overload which limited

their cognitive capacities and ability to empathize in particular. The need to “discharge

anger, frustration, and powerlessness, overwhelmed any potential capacity ... to

consider the experience o f the target o f his wrath.”238 Still another “made a conscious

choice to shame another in order to heighten his own appearance o f competence, fully

aware o f the distress o f  the person being shamed, but prioritizing his own interests over

empathic attunemcnt to another’s needs.”239

Yet another student who “shamed a trainee below him in the 
hierarchy revolved around his own need to discharge his aggression 
toward someone whom he found irritating, his need to keep his 
patients safe by using shame to define the boundaries and 
limitations o f the trainee’s skill, and his desire to deter this person 
from considering a career in his specialty.”240

235 Spillane, 89.
236 Spillane, 89.
237 Spillane, 148.
238 Spillane, 148.
239 Spillane, 161.
240 Spillane, 161.
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He rationalized his behaviour: “Well, I did it. They’ll get through it,” and linking this to

the sense that “I turned out OK,” and “you still like to think o f  yourself as a good

person.241 [Y]ou teach the way you were taught.”242 Spillane addresses the question o f

shaming as a question o f diminishing marginal returns:

Overt claims about the value o f  shaming experiences tended to 
evolve around the ways in which the avoidance o f  shame insured 
optimal performance and served as a kind o f  w eapon to be wielded 
by those on whom ultimate clinical responsibility rests, both 
insuring their own safety and that o f  their patients. Shaming 
experiences in the context o f  pimping243 were viewed as efficient 
ways o f  instilling a kind o f  reflexive learning base, in which the 
belief that learning information in a stressful environment can be 
equated with actually utilizing that information in a stressful 
clinical situation.244

These claims are questionable and are contrary to the study’s reported impaired 

cognitive functioning under the stress o f  shame. Spillane found the role which shaming 

experiences played in boundary maintenance more compelling. “Feeling shame or 

inflicting shameful feelings on another, seemed to act as a kind o f warning signal that 

interpersonal boundaries, and more importantly, boundaries around knowledge and skill

241 Spillane, 162.
242 Spillane, 162.
243 Pim ping is a teaching practice in m edical training, as described b y  Dr. F.L. Brancati, D ep a rtm en t o f  
M edicine, U n iversity  o f  Pittsburgh.“O n the surface, the aim  o f  pim ping appears to be Socratic instruction. 
The deeper m otivation, how ever, is political. Proper p im ping inculcates the intern w ith  a profound and 
abiding respect for his attending physician  w hile ridding the intern o f  need less se lf-esteem . Furthermore, 
after being pim ped, he is drained o f  the desire to ask new  questions, questions that his attending m ay be 
unable to answer. In the heat o f  the pim p, the young intern is ham m ered and wrought into the framework  
o f  the ward team. Pim ping w elds the hierarchy o f  academ ics in p lace, so  the ed ifice  o f  m edicine m ay be 
erected securely, generation upon generation. The first recorded instance o f  pim ping occurred in London  
in 1628 and is attributed to H arvey, Dr. F.L. Brancati, “The Art o f  P im p in g ,” Jou rn a l o f  the A m erican  
M ed ica l A ssocia tion  262 (1989): 2541 . P im ping accom plished  on ly  four things for me: establishm ent o f  a 
pecking order am ong the m edical staff; suppression o f  any honest and spontaneous intellectual questions  
or pursuit; creation o f  an atm osphere o f  hostility  and anger; and perpetuation o f  the dehum anization for 
w hich m edical education has been  criticized.
244 T .F. Spillane, An E xp lora tory  S tudy o f  P h y s ic ia n s ' E xperien ces o f  Sham e in the C ou rse  o f  their  
Training  (M assachusetts School o f  Professional P sych o logy , A nn Arbor, MI: U M I D issertation  Services  
1995, 168.
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had been violated.”245 Spillane suggests an axial relationship between shame and

learning as a process o f  diminishing returns.

Shaming experiences can and do promote growth, but can easily be 
abused to the point where learning diminishes as the degree o f 
shaming increases. W hether it be shaming that emerges from the 
Socratic method, or the sleep deprivation that the technology that 
saves lives facilitates, one can see how the best o f  intentions, 
originally grounded in a theoretical, clinical, or historical space 
which truly believed in their merit, have been stretched, largely 
unnoticed, out o f their original context and lost learning as their 
aim.246

These narratives parallel my experience, and that o f  Asiniwaciaw Islcwew and Jill. 

These stories o f  their schooling experiences suggest we live in a culture, with a 

schooling system and a science that systematically values shaming as an appropriate 

way to socialize cultural fitness and promote learning. A  school system that is shame- 

based, in that it values competition over cooperation, equates performance with personal 

worth, and maintains ridicule, dishonour and disgrace as the harshest punishment, is 

hurtful and damaging for those unable to develop coping strategies. Such a system is 

more shameful than nourishing, and often makes students feel exposed and diminished, 

resulting in feelings o f inferiority and anger. It perpetuates silencing, submission, fear, 

and detachment from our natural creative curiosity to explore and understand. We 

become so attached to institutional dogmas, so habituated to them, that we rationalize 

our experience to fit institutional practices and no longer question the very logic and 

science that constructs our living in the world.

245 Spillane, 168.
246 Spillane, 168,
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\ l ' . r  7  ?  1»ifm-s-M,

H eap  m e , s ix  p o w e rs  o l  th e  e a r t h  - 1 a m  y o u r  ro ta tiv e .
Give m e  th e  c o u r a g e  to  w a lk  th e  s o f t  e a r th ,  a  re la t iv e  to  all th a t  Is.

Give m e  s t r e n g t h  to ( a c e  In to  th e  h a r s h ,  co ld  s tin g in g  w in d o w s o f  c r i t ic is m , d is a p p ro v a l,  c u n d e m n a t lo n  a n d  re je c t io n .  
Give m e  th e  c o u r a g e  to  a c t  a n d  do  n o  In te n tio n a l h a rm , to  a c t  w ith  r e s p e c t ,  c a r in g  a n d  In a  lov ing  w ay .

W ith y o u r  e n e r g y  I c a n  su rv iv e , live d e c e n tly , w ith  h o n e s ty  e n d  ( a c e  d ir e c tly  In to  t h e s e  s to r m s .
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The North

The North ( Wciziycita) the place or land past where the pine trees 
grow, synonymous with the Arctic and an Arctic front that moves 
down from the north bringing cold, snow, and freezing air that has a 
destructive power. This destructive power is seen as a snow m onster 
that promotes the need to be aware, to be vigilant, to be careful, to be 
prepared, and to protect ourselves from the cold Arctic air. The 
positive aspect is that o f  being the teacher and as a coping metaphor. 
It teaches us ways o f  coping with the extreme cold and Arctic winds. 
As the numbing air invades our physical being, it activates coping 
mechanisms to think and reason and thereby to know about ways o f  
coping with these kinds o f  situations. These energized coping 
mechanisms are viewed as the positive aspects o f Waziya in that they 
teach us to prepare in advance for the cold winters that experience 
has shown us do actually exist and will approach as the leaves 
change colour and frost appears. It is also a teaching m etaphor for 
dealing with negative human behaviour. The buffalo’s survival tactic 
is to confront Wciziya head-on to survive the cold, freezing, Arctic 
winds. The buffalo has its own kind o f coping mechanism to face the 
wind. It has a special kind o f fur that is thickest around its head, 
hump, shoulders, and down its frontal area. This protects the buffalo 
from the Arctic wind. The buffalo is a metaphor for our own 
survival. Like the buffalo, we must learn to face into the harsh, cold, 
stinging winds o f criticism, envy, jealousy, disapproval, 
condemnation, rejection, and so on. We can survive if  we live 
decently, with honesty and face directly into these storms. Doing 
things, actions, our talk, and thinking, move us towards a better way 
o f  reasoning and as our reasoning improves so does our honesty and 
thereby we move closer to understanding. It is a metaphor o f  action, 
not resignation. The colour for this direction is red, the colour o f 
courage and o f spirituality. The pursuit o f  a spiritual path (the red 
path) requires a tremendous amount o f  courage. Its twin aspects are 
honesty and courage to understand delusions, illusions, falsehood, 
misrepresentations, misunderstandings and misinterpretations and 
the courage to act in an honest way.
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Do No Intentional Harm

It is now time to rest from meandering, climbing the m ountains o f  discovery and 

descending into the valleys o f despair on the remembered landscape o f  schooling. It is 

time to close this story bundle. As I pause at this stage o f  m y journey, o f  memories, o f  

visions, o f  exploration and o f  discovery, I enter into the eye o f  the hurricane. It is a 

place o f  peace, harmony and balance that releases my Hawk spirit so that I may delta 

dive, swoop, and glide upon the winds o f my new understanding. I ascend to the heights 

o f the curvature o f  the earth away from the harsh, cold, stinging winds o f  criticism, 

disapproval, condemnation, and rejection from the present; I contemplate the past o f  my 

lived experiences on the landscapes o f  schooling and imagine m y future as a teacher. I 

am aware o f shaming on multiple levels o f understanding. I now see the power o f the 

Crow. I wondered about those experiences which made me think o f  eating Crow and 

what it means. W ith Hawk eyes I see shaming as the abuse o f power that attempts to 

steal your spirit. I see shame as the effect o f this abuse that denies other ways o f 

knowing; it is socialized imprinting at a cultural level, a systemic level, and an 

interpersonal and intrapersonal level.

It is time to walk the sacred path o f  awareness, nurturing, change, and courage as 

we think about our futures as teachers. As I think about these experiences cross- 

culturally, I remember that the Lakota “old ones” had an ethos, a world view, which 

understood power. I am drawn to the wisdom o f  the “old ones.” The video rewinds to a 

warm summ er afternoon at the university. I am having a conversation with Lionel
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Kinunwa247, a Lakota Elder and linguistic anthropologist, about shame. He reminds me

that public schooling has been shaming for indigenous children by breaking the bond

between parents and grandparents and their culture, and that we have a responsibility as

teachers interacting with childem, adolescents, and adults to be careful o f  the words and

gestures we use because we m ay open doors o f  pain, anguish, and suffering from their

experiences in public education.

Remember we are only people learning to become human 
beings! On our earth walk we are responsible for our words and 
actions and must do no intentional harm. If  we do create some 
harm, we are aware of, we are responsible to try and correct that 
harm -  to restore balance and harmony in and between people.
That’s why many Elders who follow this belief state before they 
speak “that they can only use the limited and imprecise language 
they have and mean no harm, emotionally, physically, 
psychologically, or spiritually when they speak.248

W hat a simple but complex phrase -  do no intentional harm. In Lakota and

M ohawk249 ethos, the ideal o f  do no intentional harm is also expressed in the ethic o f

non-interference. Simply stated, it is inappropriate to directly interfere with the natural

energy, curiosity and sense o f  discovery o f  the child. Children are to be allowed to

explore and develop socially at their own pace and parents are responsible to guide their

development through modelling appropriate behaviour and to protect them from serious

physical harm. It is an ethic that supports and guides the natural process indirectly

247 L ionel K inunwa is deeply  m issed; since that conversation and others he has returned from  w hence he 
cam e.
248 Personal com m unication  w ith L ionel K inunwa, June, 2002 .
244 C. Brant, “N ative  Ethics and R u les o f  B ehaviour,” C anadian J o u rn a l o f  P sy c h ia tiy  35 (A ugust, 1990): 
5 3 4 -5 3 9 , an Iroquois psychiatrist, based on  direct observation during 24 years o f  m edical practice and 
other forms o f  association w ith Iroquoian groups o f  southern Ontario and Q uebec, the O jibw ay o f  
southern Ontario, and the Sw am py Cree o f  Janies and H udson’s B ay, “N ative  eth ics, values, and rules o f  
b eh a v io u r . . .  persist in d isgu ised form  as carryovers from  the A boriginal culture and w hich  strongly  
influence N ative thinking and action  even  today” and “the suppression o f  con flic t practiced through the 
ethics o f  non-interference, non-com petitiveness and em otional restraint” (5 3 4 -5 3 5 ) m aintains harm ony.
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without a perceived outcome. The practice o f instruction is not undesirable behaviour, 

but it is the way that it is done that is somehow objectionable if  it is perceived as 

interfering with individual autonomy. Respect for autonomy perm itting a great scope o f 

self-expression and the prevention o f direct coercive techniques o f  behaviour 

modification are unwanted.250 Any unwanted interference is perceived as an attempt to 

establish dominance, however trivial, and the interferer would be fastidiously avoided in 

future.2511 understand this ethic as the wisdom o f  the “old ones” who understood that 

children are our future and that they are in a precarious and powerless position, 

susceptible to abuse by adults if  they are not respected and loved. The “old ones” have a 

world view, an ethos, that suggests that they had clear understanding o f  power, that 

children, parents, and teachers have an animating force (Shan) emotive energy that can 

create and destroy. It was the parents’ and teachers’ responsibility not to harm the child.

As I look back to my experiences, and Asiniwciciciw Iskw ew 's  and Jill's 

experiences, Isee  teachersw hochosetousetheirpositions as power. They chose Crow 

when they should have chosen Hawk. I wonder how different this story might have been 

if  Sister Michael Joseph had just accepted the budding artist’s work, had reconnected, 

and accepted the child’s vision. If  she had waited for the answer to her question, “W here 

did you ever see a sky like that?” I would have answered that it was Grandfather’s Gift.

The nun did not seem to want to understand or value the picture and the emotions it 

evoked. Her rebuke triggered my childhood memory o f  the orphanage when my bow

A lso  see  R. R oss, D a n cin g  w ith a G host: E xploring  Indian R eality . (M arkham , ON: O ctopus P ublish ing  
Group, 1992) and R eturn ing to the Teachings: E xploring  A b o rig in a l J u s tice  (P enguin  B ooks, 1996).
250 C. Brant, “N ative  ethics and rules o f  behaviour,” C anadian Jou rn a l o f  P sy c h ia tiy  35 (A ugust, 1990): 
5 3 4 -5 3 5 .
251 M . W ax and R. T hom as, “A m erican Indians and W hite P eop le ,” P hylon  22  (W inter, 1961): 305-317 .
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and tomahawk were taken as a rejecting o f m y heritage. I know now that the sky and the 

bear hug was the physical representation o f  my Grandfather’s words; the words I never 

understood at the time they were spoken. The colours o f  the sky were the sacred colours 

o f the hoop o f  becoming. The bear hug and playing with the other children reaffirmed 

my heritage even though he knew I would have to return to the orphanage. Those 

moments o f  attachment emerged in my art and do to this day. W hen the nun changed the 

sky she m inimized and trivialized this ancient gift. I was the student. I became an object 

lesson o f not completing the task as expected. I became the object lesson for the rest o f 

the class. They knew that if  one o f them did not do as expected or directed, they would 

be subject to the same kind o f  treatment. As the picture hung there at the front o f the 

class, I felt its gaze, not o f that warm caring place on a cold w inter’s day, but as a 

moment o f humiliation evoking feelings o f  shame and habituating passive and 

submissive obedience to the authority o f  the teacher. It became part o f  the architecture 

o f  the classroom. It became the authority and power o f  the teacher -  the hidden 

curriculum -  the panopticon o f  power. This episode is the definitive act that for me 

differentiates shaming and non-shaming initiation to modify social behaviour. I f  positive 

contact (sensitivity, responsiveness, and emotionally approachable conditions) is 

restored shortly after the behaviour episode, then shaming is not initiated, yet the student 

still learns how to modulate these stressful experiences. Sister M ichael Joseph’s refusal 

to speak to me during the remainder o f the class and then hanging the picture at the front 

o f the class is an explicit example o f shaming. As the research suggests, shame, in direct 

contrast to the psychobiologically energized state, is an acutely painful stress-associated 

affect that triggers a rapid de-energizing state in the student in which the deflated self,
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depleted o f energy, withdraws, recoils, and attempts to disappear from the view of 

significant other -  the teacher.252 In my case I withdrew into drawing, while both 

Asiniwaciciw Iskwew  and ]ill went through stages o f self-destructive behaviour. Shame, 

as opposed to processes that promote and prolong contact and facilitate integration with 

sources o f satisfaction, induces a desire to end contact and halting arousal.253 It 

constitutes “a switch from an attachment-affiliation or exploratory-assertive to an 

aversive motivational functional system. Shame stress thus precipitates a rapid and 

unexpected contraction o f the self.”254 In Asiniwaciciw Iskw ew ’s words, “I  had  

nightmares most o f  my life. " “I  shut down in boarding school and most o f  my life. ” "I 

shut down my feelings, my life has been chaos, and I  learned to repress my feelings. ”

The critical point is teachers’ capacity to m onitor and regulate their own 

affect.255 If teachers are sensitive, responsive, emotionally approachable, and re-initiate 

a mutual gaze, the dyad is psychobiologically re-attuned, the shame energy is regulated, 

the attachment bond is re-established, and these events are stored within an “internal 

working m odel” o f  a secure attachment.256 Thus if  there is a dyadic relationship and 

teachers m onitor and regulate their own emotional state in a positive affect interaction 

then there is no shame experience. Teachers need to consider the emotional state o f the 

child and use a process for correcting behaviour in a positive way, which is through 

modelling, removing the child from danger, and correcting through explanation. The

252 A llan N . Schore, A ffect R egulation  a n d  the O rigin  o f  the Self: The N eu ro b io lo g y  o f  E m otiona l 
D eve lo p m en t  (H illsdale, NJ: Erlbaum, 1994), 65-66.
253 S ee  P.H . Knapp, “Purging and Curbing: A n Inquiry into D isgust, Satiety and Sham e,” Jou rn a l o f  
N ervous a n d  M en ta l D isea se  144 (1967): 5 14-544 .
254 A llan  N . Schore, 66.
255 A llan  N . Schore, 67.
256 A llan  N . Schore, 67.
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result is positive affect which is an external modification or socialization that maintains 

internal attachment. It teaches the child self-restraint through the experience o f 

modulated emotion consistent with the child’s previously attuned socioemotional 

environment.

On the other hand, if the teacher frequently humiliates, ridicules, and rejects the 

student’s requests for comfort in stressful situations, the internal working model o f  the 

teacher is rejection and o f the student is o f being unworthy o f  help and comfort.257 

Active teacher participation in regulating the student’s shame state is central to the 

student’s ability to cope or not to cope with negative and positive affect.2S8 “Clinical 

observers note that failures o f  early attachment invariably become sources o f  shame, 

that impairments in the parent-child relationship lead to pathology through an enduring 

disposition to shame, and that early abuse engenders intense bodily shame.”259 These 

clinical observations imply that shame is not inherent in human organisms but an early 

developing inefficient capacity to autoregulate or interactively regulate the imprinted, 

potent affect that is “psychopathogenic.”260 Therefore specific emotions such as shame 

and love are now understood to involve a distinctive “core relational them e.” These are 

essentially person-environment relationships261 that are elicited by an appraisal o f actual 

or expected changes that are important to the individual.262 “Shame is directly related to

257 A llan N . Schore, 67.
258 A llan  N . Schore, 66-67 .
259 A llan  N . Schore, A ffect R egulation  a n d  the O rigin  o f  the Self: The N e u ro b io lo g y  o f  E m otiona l  
D eve lo p m en t (H illsdale, NJ: Erlbaum, 1994), 67. A lso  see G. K aufm an, The P sy ch o lo g y  o f  Sham e: 
Theory a n d  Treatm ent o f  S h am e-based  Syndrom es  (N ew  York: Springer, 1989); M . L ew is, Sham e: The 
E x p o sed  S e lf  {N ew  York: The Free Press 1992); and B, Andrew s, “B o d ily  Sham e as a M ediator betw een  
A busive E xperiences and D epression ,” Jou rn a l o f  A bnorm al P sych o lo g y  104 (2 ) (1995): 277-285
260 A llan  N . Schore, 67.
261 S ee  R .S. Lazarus, “Progress on  a C ogn itive-M otivational-R elational T heory o f  E m otion ,” A m erican  
P sych o lo g ist  4 6  (1 9 91):819-834 .
262 S ee  N .M . Frijda, “T he Laws o f  E m otion,” A m erican P sych o lo g ist  43  (1988): 3 4 9 -3 5 8 .
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visual phenomena; the core relational shame transaction becomes internalized in 

implicit, procedural memory as a visual stored image.”263 Nathanson describes shame as 

“a biological system by which the organism controls its affective output so that it will 

not remain interested or content when it may not be safe to do so or so that it will not 

remain in affective resonance with an organism that fails to match its patterns stored in 

m emory.”264

As teachers we need to be aware that shaming is very common and is considered 

by many to be an appropriate response by adults to teach the child the difference 

between right and wrong and between good and bad behaviour.265 This was 

demonstrated by Solomon and Serres who found that only 4% o f  children aged ten had 

not been the targets o f  their parents’ shaming; including “ rejecting, demeaning, 

teirorising, criticising (destructively), or insulting statements.”266 W hat was also 

suggested from their research is that shaming is common and not restricted to “abusive” 

families but occurs in “nice” families and school environments. Verbal punishment 

relies on shame as the deterrent, in the same way that corporal punishm ent relies on pain 

with shaming as one o f  the most common methods used to regulate children’s 

behaviour.267 “No one is born ashamed. It is a learned, self-conscious emotion, which 

starts at roughly two years o f  age with the advent o f  language and self-im age.”268

263 A llan  N . Schore, 68.
264 D .L . N athanson, Sham e an d  P r id e : Affect, Sex, a n d  the Birth o f  the S e lf {  N e w  York: N orton, 1992), 
140.
205 R obin G rille and B eth M acgregor, “ ‘G o o d ’ Children -  A t what price? T he secret cost o f  sham e” 
S yd n ey 's  C h ild  1 M ay 2 0 0 2 ,1  http://w w w .nospank.net/grille3.h tm , 1-2.
266 R obin G rille and B eth  M acgregor, 1-2. A lso  see  Ruth S o lom on  and Francoise Serres, “E ffects o f
Parental Verbal A ggression  on C hildren’s S elf-E steem  and S chool M arks,” C h ild  A b u se  a n d  N eg lec t  23.
4  (1999): 339-351 .
267 R obin Grille and B eth M acgregor, 1-2.
268 R obin G rille and B eth M acgregor, 3
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Therefore, as teachers we can expect that a percentage o f  our students have been shamed 

or shame prone and we need to be careful not to cause intentional harm.

As I look back to my experiences with Sister M ichael Joseph, and to 

Asiniwaciaw Iskw ew 's  and Jill's experiences in public schooling, I see an environment 

where children are placed in a precarious and essentially powerless position, “a system 

that, through the structure and pedagogy o f school, tries to shape the behaviour o f 

students.”269 In Lockean terms, it is a kind o f  education that manipulates the child’s 

emotion through the love o f  credit and the apprehension o f shame and disgrace.270 The 

cornerstone o f  public schooling is what Bruce Curtis calls “the construction o f  routines 

and rituals o f  obedience .,. implanted in the selves o f students.”271

As a teacher who walks the hoop o f the “old ones” , cognisant o f  my 

responsibility to be aware, to nurture, to be willing to change, and to have the courage to 

do no intentional harm I look to the past in hope for the future. Residential school was 

the most obvious and blatant example o f  Canada’s national shaming and is sometimes 

thought o f  as something that was done to someone else. It was in the past. We need to 

move on. W hat is less obvious (or at least less talked about) is that these same practices 

(albeit, less cruel) exist in public primary and secondary schooling across Canada today.

For some it is less obvious because some teachers have habituated a culturally socialized 

acceptance that shaming is an appropriate process to fit children into Canadian 

adulthood and becoming a productive citizen in the socioeconomic structure. For those

269 Sandro, Contenta. (1993). The R ituals o f  F ailure: W hat S ch oo ls R ea lly  Teach. (Toronto, ON: B etw een  
the Lines, 1993), 11.
270 Sandro Contenta, 12.
271 Sandro Contenta. (1993). The R ituals o f  F ailure: What S ch oo ls R ea lly  Teach. (Toronto, ON: B etw een  
the Lines, 1993), 15.
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with a different set o f  beliefs and values, the hypocrisy o f  shaming and creating 

strangers is obvious and the challenge for these people becomes the necessity to develop 

adaptive strategies to protect the spirit o f  connectedness.

We need to comprehend this institutionalized power w ithin a culturally 

prescribed school milieu that separates children from themselves, the child from the 

student, and the student from the teacher in the panopticon o f schooling. W e need to 

understand what I see as an abuse o f power inherent in the structure o f  schooling. I think 

about how it has become for me an insidious process o f psychological, emotional, 

physical, and spiritual violence perpetrated by some school teachers on children who are 

rooted in the political space o f  the classroom, and subject to the authority and expertise 

o f  the teacher, supported with a system that lauds conformity, unity, and social fitness.

As I look back at these stories, I wonder where the Hawks are. Are we finally 

ready to heed the wisdom o f  the “old ones” and stop growing Crow feathers on Hawks? 

These real stories o f lived experiences express the impact o f shaming on childhood, 

adolescence, and ultimately adulthood. The shaming o f  many indigenous children may 

partly explain the intergenerational cultural dislocation and poverty o f  many indigenous 

people, referred to as the legacy o f residential schools.272 M any indigenous people did 

not become productive citizens o f Canada, which was the stated goal o f public 

education since its formal inception. It was not until 1996 that the Canadian 

Government through the Royal Commission on Aboriginal Peoples revealed (made

272 A boriginal H ealing Foundation, "The H ealing H as B egun ,” (Ottawa: A boriginal H ealing  Foundation, 
20 0 2 ) “There are approxim ately 9 3 ,0 0 0  former students a live  today, R esidentia l sch o o ls w ere in 
operation w ell into the last quarter o f  the 20 lh Century. A kaitcho H all in Y e llo w k n ife , N T  did not close  
until the 1990s (2).
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teachers aware) o f the full extent o f abuse suffered by Indigenous children in residential 

schools and established the Aboriginal Healing Foundation in 1998.

I f  we believe that our children are our future, then as practicing teachers and 

teacher researchers we need to have the courage to become Hawks. W e need to take 

responsibility for identifying and acknowledging in our practice shaming and shaming 

potentials, that shaming is inherent in the very structure o f  public schooling, and it is 

likely that a number o f our students have already been imprinted with shame before 

they enter the classroom. As the Quebec study suggests, these students perform poorly 

on the indicators deemed to make them productive citizens. W e need to build 

community, not strangers.
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Epilogue -  The Storying Landscape

160

As I anguished over renewed conversations with Asiniwaciciw Iskwew, over 

recollections o f  my own experiences, and over my dread for m y granddaughters, I 

needed to restore my balance and renew my spirit. I needed to return to the domicile o f 

the grandfathers -  the inipi.273 Asiniwaciciw Iskw ew ’s story is told. She needs time to 

heal and so do I. In the sacred lodge I endured the suffering o f  our people and asked in 

the Iroquois way for a good mind and in the Lakota way for a good heart to continue 

this journey. I needed a respite from these moments and turned m y attention as the 

grandfather researcher to the meaning o f “stories o f experience and narrative 

inquiry.”274

W ith Hawk eyes I return to the painting o f  my youth and survey the positioning 

o f the two teachers as they discuss the painting. Their interpretations positioned them in 

a microcosm o f  the larger tension on the boundaries275 o f  academic research.276 1 see the 

nun positioned in the objectification o f geometrical forms and goals o f  the lesson and 

the lay teacher positioned in the aesthetics o f the forms beyond (yet including) the 

geometrical forms; that is how the aesthetics evoke a lived experience. W hen I think o f 

lived experiences, I think o f  narrative, o f  storying, o f  nest building, o f  a lived life, and o f 

a named bundle that becomes unpacked with the telling.

273 Sw eat Lodge.
274 F. M . C onnelly  and D . J. Clandinin, “Stories o f  E xperience and Narrative Inquiry,” in E du ca tion a l 
R esea rch er  19 (1990): 2-14.
275 See  D , J. Clandinin and F. M . C onnelly , N a rra tive  Inquiry: E xperien ce  a n d  S to ry  in Q u a lita tive  
R esearch  (San Francisco, CA: Jossey-B ass Publishers, 200 0 ), 29 -32 .
276 See N , K. D enzin  and Y. S. L incoln, eds,, The L an dscape o f  Q u a lita tive  R esearch : Theories a n d  
Issues. (Thousand O aks, CA: Sage Publications (1 9 9 8 ), and L. B erg, Q u a lita tive  R esearch  M eth ods f o r  
the S o c ia l S c ien ces  2"J ed., (Toronto: A llyn  and B acon, 1995).
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The main claim for the use o f  narrative in educational research 
is that humans are storytelling organisms who, individually and 
socially, lead storied lives. The study o f  narrative, therefore, is 
the study o f the ways humans experience the world. This 
general notion translates into the view that education is the 
construction and reconstruction o f  personal and social stories; 
teachers and learners are storytellers and characters in their own 
and other’s stories.277

Story crosses over all boundaries for it speaks the language o f
>)«7Q 7 7 0

the heart’ and through the stories we hear who we are.

780
As I think about this, I hear the words o f  another teacher -  the Irish Hawk

the musical lilt in her voice, the keen perception that restores diminished spirit.

Use the stories as a way to explore how people feel when their 
spirit is diminished, how the teacher acts as expert, and with 
authority as fiat, and how then a relationship is created, o f  fear,
o f  punishment, o f  scapegoating, o f  randomness, without

281recourse.

Leslie M armon Silko282 illuminates the meaning o f  landscapes in her discourse

o f interior and exterior lands:

Pueblo potters, the creators o f petroglyphs and oral narratives, 
never conceived o f  removing themselves from the earth and sky.
So long as the human consciousness remains within the hills, 
canyons, cliffs, and the plants, clouds, and sky, the term 
landscape, as it has entered the English language, is misleading.
A portion o f territory the eye can comprehend in a single view 
does not correctly describe the relationship between the human 
being and his or her surroundings. This assumes the viewer is 
somehow outside or separate from the territory she or he

277 F M. C onnelly  and D . J. Clandinin, “Stories o f  E xperience and Narrative Inquiry,” in E ducation al 
R esea rch er  19 (1 9 9 0 ), 2.
278 A . C ox, personal com m unication, Septem ber 1, 1997.
279 L. M . S ilko , “Interior and Exterior Landscapes: The Pueblo M igration Stories,” in Y ellow  Woman an d  
a B eau ty  o f  the  S p irit (N ew  York: Touchstone, 1996). 30 . S ee  a lso  A , D yso n  and C. G enishi, The N eed  
f o r  S tory  (Urbana, IL: The N ational C ouncil o f  Teachers o f  English , 1994).
280 Irish H awk is a pseudonym  for a teacher and a personal com m unication M arch 2 0 0 0 . A  practicing  
teacher w ho teaches leadership and administration.
281 L. M, S ilko , 30.
282 L. M . S ilko , 27 -28 .
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surveys. Viewers are as much a part o f  the landscape as the 
boulders they stand on. ...T he squash blossom itself is one 
thing: itself. So the ancient Pueblo potter abstracts what she saw 
to be the key elements o f the squash blossom  -  the four 
symmetrical petals, with four symmetrical stamens in the center. 
These key elements, while suggesting the squash flower, also 
link it with the four cardinal directions. Represented only in its 
intrinsic form, the squash flower or a cloud or a lightning bolt 
became intricately connected with a complex system of 
relationships that the ancient Pueblo people maintained with 
each other and with the populous natural world they lived 
within.

The painting o f  my youth was one painting: itself. It was a lifelike rendering that moved 

a simple geometrical task to a complex system o f  relationships; the task o f  simply 

creating geometrical forms was too restrictive for the lay teacher. She positioned herself 

within the landscape o f the painting and connected it to a lived experience with the 

natural world she lived within. The nun was unable or unwilling to reposition herself 

even within the context o f the discussion; instead she remained the authority, the 

arbitrator o f the correct form, when she changed the blue and red sky, remaining 

unmoved even when faced with a different perspective. M y m oments o f shaming 

suggested they were singular events, a reflection o f my own feelings o f m y educational 

experiences, but in conversations with others they were clearly part o f a larger 

phenomenon that permeates broader educational experience. Given the dominant 

research methods o f  the social sciences and the unlikelihood that any educational 

authority would allow me to enter a number o f  schools without a “cover story” to 

observe how teachers shame students, I was left w ith the only listening to stories. A 

cover story would have been required to enter the school. A  cover story in this sense 

would mean that I would have had to lie about the purpose o f the research to gain access
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to the classroom, which was for me not only immoral but also unethical. As I worked 

with and understood narrative inquiry more fully, I began to see that it was a better fit 

for this inquiry than other methodologies that I examined.

I see Allison Cox, a storyteller who uses storytelling as a therapeutic tool in her 

work within the health systems o f Canada and the United States, who talks about her 

experiences as a storyteller and story listener. Allison describes listening as letting go o f 

defences and relaxing into the known, safe environment o f  story where a shift in 

consciousness takes place. The listeners (readers) are offered a chance to measure their 

own experience in the light o f  the told story.283 Story lends narrative structure to events 

that might otherwise seem random and meaningless. Storytelling, like music, is a 

profound medium that transcends the boundaries o f  culture, changing the way one views 

one’s personal history. It can enact change. Storytelling, as a survival mechanism, is a 

healing tool that allows one to face life challenges and to confront a society o f  racism, 

sexism, violence, and drugs. It is a vehicle for the mind to make sense o f the world.284

Storying not only allows one as the listener to empathise with the experiences o f 

others, but to resonate with the participant’s understanding o f  their experiences. As a 

collaborative endeavour, intersubjectivity is “a strength” and provides a means to step 

back from experience and to clarify understandings and feelings about institutionalised 

shaming. In a sense, it is a communal dialogue that shares feelings about experiences 

wrought from the alienating process o f living a method, and gives voice not only to the

283 S ee  D . J. Clandinin and F. M . C onnelly , “A sking Q uestions A bout T e llin g  Stories, ” in Craig Kridel, 
ed., W riting E d u ca tion a l B ioraphy: E xplora tion s in Q u a lita tive  R esearch . (N e w  York: Garland 
Publishing, Inc., 1998).
284 S ee  Sofia  V illenas, “Latina M others and Sm all-tow n R acism s: Creating Narratives o f  D ign ity  and 
Moral education in North Carolina,” A nth ro p o lo g y  a n d  E ducation  Q u a rter ly  32. 1 (2001): 3 -28 .
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inquirer, but to the participants. It also speaks to a broader audience -  the reader. Greg 

Sarris makes somewhat the same point when he discusses dialogue as an essential 

characteristic o f  novels that comprise a multitude o f  voices. Given the nature o f this 

shared experience, “the occasion” o f interaction and a relived episode o f  one’s own 

story (the interpersonal interaction), the researcher cannot be neutral. As the reader, 

listener or storyteller “ intermingling internal voices hold dialogue with the intermingling 

voices” o f  the story. The intermingling o f  internal voices from the Native perspective 

also include the voices o f the Grandfathers and Grandmothers that connect the shared 

experiences o f the past, the present, and the future; a visualizing and visioning o f  the 

Native way o f  knowing.285 Storying is oriented in personal growth and transformation as 

a basis for social change. These sentiments are also held by Bruchac, an Abenaki 

Native storyteller, who says that “stories have the power to heal, .. .telling their own 

stories help them understand who they are and, also, who they m ight becom e.”286 

The basic assumption o f  social science is a concern with hum ans and their 

relations with themselves and their environments and the focus o f  this storying is 

experience. Experience is, therefore, the starting point o f  this social understanding. I 

believe that meaning is constructed from a multitude o f experiences expressed through 

imagining, images, dreams, feelings, and behaviour, oral and written texts,287 which 

form the basis o f this journey. Experiences as stories speak for themselves and the 

focus o f  this journey centres on the meanings contained in the expressions and fonns by

285 G. Sarris, K eep in g  S lug Woman A live  (B erkeley , CA: U n iversity  o f  California Press, 1993), 4-6 .
286 J. Bruchac Tell M e A Tale: A B ook  A bou t S to ry te llin g  (N e w  York: Harcourt B race, 1997), 63 and 73.
287 L. M , Silko, Yellow Woman a n d  a  B eauty  o f  the S p irit  (N ew  York: T ouchstone, 1996), 21.
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which they are constructed.288 The storying o f  shaming is the study o f  lived experiences 

and the telling o f these remembrances as stories, is based on the assumption that 

experience is both temporal and storied. There is a sense o f ongoingness, o f  composition 

over time. Stories reflect human feelings and lived experience; and healing and 

understanding involve the telling, hearing, and unravelling o f  stories. The imagined, 

and metaphorical images and feelings evoked by stories move one beyond the supposed 

artificial, sterile, mechanical, analytical tools that appear to unattach the inherent 

relations between the storyteller and the listener and appear to be prim arily a function of 

the mind rather than o f holistic experience. Being in the world, lived reality is not only 

grasped in the form o f multiple tangible and intangible mental and social constructions, 

formed from social interaction, the environment and individual experiences, culturally 

and cross-culturally; it is also grasped from feelings. Personal experience and its 

narrative text more closely represent these realities o f  living in the world. “Such an 

approach values individually constructed narratives as epistemologically sound ways o f 

knowing.”289

Storying is both a phenomenon and a method o f  de-objectifying the experience 

to maintain its resonance with the listener (reader)290. Engaging in storying allows one

288 See D. R ose, L iving the E thn ograph ic  Life  (N ew bury Park, CA: Sage, 1990), D .A . Schon , The 
R eflective  P ra c titio n er: H ow  P rofessio n a ls  Think in A ction  (N ew  York: B asic  B ooks, 1983), and The 
R eflective  Turn: C ase  S tudies in R eflective  P ractice, (N ew  York: T eachers C o lleg e  Press, 1991).
288 T. F. Spillane, An E xplora tory  S tu dy o f  P hysicians E xperien ces o f  Sham e in the C ou rse  o f  Their 
Training  (U npublished PhD, M assachusetts School o f  Professional P sy ch o logy , A nn Arbor, M ichigan: 
ProQ uest, 1995); M .F. B elenky, B .M . C linchy, N .R . G oldberger and J.M . Tarule, W om en's W ays o f  
K now in g: The D eve lo p m en t o f  S e lf  Voice, a n d  M ind. (N ew  York: Ilarper C ollin s, 1986), J. Berger, Ways 
o f  S ee in g  (London, UK: British B roadcasting Corporation, 1972) and D . A spen, “M etaphor and M eaning  
in Educational D iscourse,” in W . Tailor, ed., M etaphors in E ducation  (London: H einem ann Educational 
B ooks, 1984).
290 F. M . C onnelly  and D. J. Clandinin, "Stories o f  E xperien ce a n d  N a rra tive  Inquiry, ’’ E du ca tion a l 
R esea rch er  19. 5 (1990): 2-14. M ichael C onnelly  and Jean C landinin m ake a d istinction betw een  
narrative and story. “Narrative nam es the structured quality o f  experience to be studied, and it nam es the
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to begin to comprehend the participants’ understandings o f  how the process o f  shaming 

is narratively composed, embodied in a person, and expressed as experiences. It also 

gives the listener a sense o f  how they compose and understand their own experiences. 

Storying carries more a sense o f search, re-search, searching again, more o f  a sense o f 

continued reformulation o f the story than it carries a sense o f  problem definition and 

solution.291 One looks for the patterns, story threads, tensions, and themes either within 

or across an individual’s experience and in the social setting.292 The main issue for the 

listeners (reader) is to sort out the storied view o f  experience. In writing the text, the 

storyteller keeps in proximity a storied view o f  experience with the participants’ and 

storytellers’ narratives o f experience situated and lived out on storied landscapes as a 

theoretical methodological frame. Storying text is fundamentally a temporal text about 

what has been and what is becoming, and not merely what is. That is, it contextualizes 

socially, historically, and theoretically. The text includes argument, description, and 

narrative form. “ [Story] inquirers describe storied lives, collect and tell stories o f  them, 

and write narratives o f experience.”293

In the process o f trying to understand and make meaning o f  the experiential 

situation, it is the internal and existential situation, the internal and existential whole that 

is ultimately o f  interest. The methods o f storying o f personal experience were for me

patterns o f  inquiry for its study. T o  preserve this distinction . . .  phenom enon [is] story and the inquiry
narrative” (2).
291 D. J. Clandinin and F. M. C onnelly , N a rra tive  Inquiry: E xperien ce  a n d  S to iy  in Q u a lita tive  R esearch  
(San Francisco, CA: Jossey-B ass Publishers, 200 0 ), 207  and “Personal Experience M ethods,” in N .
D enzin  and Y . L incoln , eds., H andbook  o f  Q u a lita tive  R esearch  (London, UK: Sage, 1994). A lso  see  N . 
D enzin , In terpretive  E thnography: E thnographic P ra c tices f o r  the 21*' C entury  (London, UK: Sage  
Publications, 1997), “Entering the F ield o f  Q ualitative R esearch,” in N . D enzin  and Y . L incoln , eds., 
H andbook  o f  Q u a lita tive  R esearch  (Thousand O aks, CA: Sage P ublications, 1994) and N . D enzin  and Y. 
L incoln , eds., H an dbook  o f  Q u a lita tive  R esearch  (Thousand O aks, CA: Sage Publications, 1994).
292 D . J. Clandinin and F. M. C onnelly , 219.
293 D . J. Clandinin and F. M. C onnelly , 416 .
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simultaneously focused in six directions: inward and outward, backward and forward, 

and upward and downward; they simultaneously created wondering in each direction.

The diligent constructing o f field texts and notes allowed the story listener who became 

the writer to step back from the intimacy o f  the inquiry and to reflect. The composed 

storying text illustrated how the social narrative o f  shaming shapes knowledge about 

oneself. The terms, “personal” and “social” , “past”, “present”, and “future”, and 

“spiritual” are combined with the notion o f  “place” (situatedness). The principal interest 

in experience is the growth and transformation in the life stories that listeners and 

collaborators author. By inviting the stories, I sought to move from the individual to the 

systemic in our understanding o f  the role which shame plays within the larger 

educational system.

The criteria forjudging the value o f storying derive from a sense o f  the whole as 

having an explanatory, invitational quality, as having authenticity, as having adequacy 

and plausibility, apparency, verisimilitude, and transferability rather than reliability, 

validity and generalizability294.

It gives a sense o f understanding a storyteller’s experience and describes stories 

to live by. The narrative contribution is intended to create a new sense o f  meaning and 

significance with respect to the constructed shaming process. An integral part o f 

storying is the recognition and representation o f  the participants’ voice, inquirers’ voice, 

and the silenced voice. It provides an alternative way o f  thinking about what has 

become so-matter-of-fact, so routinized, that it is seldom challenged. “It is in the

294 For a d iscussion  o f  explanation and narrative see A ndrew  Sayer, “G eohistorical explanation and 
problem s o f  narrative,” in R ealism  a n d  S o c ia l Sc ien ce  (London: Sage, 2 0 0 0 ), 131-154 . F. M . C onnelly  
and D . J. Clandinin, “S tories o f  E xperien ce  a n d  N a rra tive  Inquiry, " E d u ca tion a l R esearch er  19. 5 
(1 9 9 0 ), 7.
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research relationship among participants and researchers, and among researchers and 

audiences, through research texts that we see the possibility for individual and social 

change.”295

It is with Hawk eyes that I attempted to understand educational shaping, through 

conversations with others, field notes, pictures and poems, reflections, perusal o f  

theories o f shaming, and experiential stories containing tacit knowledge296 to attempt to 

understand these social constructs that attempt to steal our Hawk spirit.

“An interview is literally an inner view, an inter-change o f  views between two 

persons conversing about a theme o f  mutual interest.”297 I use the term to mean that 

conversation or story is an internal view o f the experience. The four central themes that 

emerged from Asiniwaciciw fskw ew ’s and Jill's stories were a common sense o f  being 

shamed, o f being suspended between two worlds, o f  wanting their voices to be heard, 

and o f wanting a change for future generations. They were stories o f  feelings o f 

confusion, o f  loss o f direction, and o f  being overwhelmed. At a minimum, the stories 

denoted a subtle, perhaps indefinable, sense o f  estrangement and malaise underpinning 

de-culturation, the re-shaping processes that marginalized the tellers from themselves 

and their embodied sense o f connection with either their culture or the larger society. 

W hen I use the terms “de-culturation” and “suspended between two worlds” I am 

referring to the processes o f residential schools that attempted to eradicate Native 

socialization and attempt to replace it with mainstream culture. Some Native people

295 F, M . C onnelly  and D . J. Clandinin, “S to ries  o f  E xperien ce a n d  N a rra tive  Inquiry, 7.
296 Carola C onle, “R esonance in Preservice T eacher Inquiry,” in A m erican  E d u ca tio n a l R esearch  
Journal, Sum m er 33, 2 (1 9 96):297-325 .
297 S. K vale, In ter view : An In troduction to Q u a lita tive  R esearch  In terv iew in g  (London: Sage, 1996), 14.
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also refer to it as detribalisation. They were stories o f  silencing; stories o f  disharmony 

and harmony and o f  attempts to maintain balance within self. They were stories o f life 

journeys, o f  reflecting, searching, discovering, and healing. W hen I thought o f  my own 

story and stories I had heard, I “ flashed back” to those moments o f  the child artist. They 

all were reflective o f a phenomenon -  life experiences in education -  o f what I am 

coming to call a “shame-based educational system.” As I attempt to comprehend this 

process o f learning and shaping, the term shame is promoted by the stories I have heard 

and by the literature; it is not my term but the puzzle, the struggle to uncover its 

underlying meaning in the educational milieu. I think o f  that budding artist socialised in 

such institutional systems, where all questioning o f  the basic directives and underlying 

assumptions o f  the educators was not allowed. Institutions strove to use shame to 

“detribalise” and teach some children to reject both who they were and their possibilities 

for becoming. In my own experience, I felt that I was suspended between my own 

feelings o f who I was, and the institutional narratives that shaped the way I was viewed 

by others, and, in turn, myself. I remembered my face slapping lesson and my 

confusion at what I had done. As I considered my experiences, those o f  m y classmates’, 

and the experiences o f  the storytellers, and struggled with feelings that there was 

something fundamentally wrong, I came to understand that it was not our own shame, 

but, institutionalised shaming that was attacking the spirit o f  each individual. The lack 

o f validation and respect, requirements for conformity, being treated differently, 

competing, shaming, and then becoming, awakened a need in me, and others, to 

understand the perpetuating systemic social constructs that alienated us from ourselves
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and our possibilities. Those silencing processes taught us that learning was a struggle to 

maintain some dignity.

This is an ongoing story o f understanding, interrelatedness, o f  struggle and o f 

hope for the creation o f better learning environments. The initial project that became 

my M aster’s thesis was exploratory, narrowing the focus o f the educational experiences 

to several general themes: the overpowering sense o f being shamed, the loss o f 

Indigenous words, o f  family connections, adapting to another way o f  thinking, an 

awareness o f the need to survive, and attempts to regain balance. Shaming, the 

predominant feeling that emerged from the inner-viewees’ stories o f  their educational 

experiences, remained the focus o f  this (step in m y new) journey.

My account is informed most strongly by these memories o f  childhood 

experiences. It is a memoir, rather than a life story, that I present here. “M emoir” is 

some portion o f a life. Unlike an autobiography that traces the whole course o f a life, 

mem oir takes one back to those vivid or intense unique events in life and their meaning 

to the author.298 M axine Greene suggests somewhat the same notion when she states:

M oreover, since perception always takes place from a particular 
vantage point in the lived world -  since our efforts to grasp reality 
must, therefore, always be incomplete projects -  we feel ourselves 
summoned to take the kinds o f initiatives that relate perspectives 
into a more or less coherent, even if  unfinished w hole...the very 
effort to shape the materials o f lived experience into narrative to be 
a source o f  meaning making.299

Other’s experiences in childhood are similar, “ ...m uch o f  education as we know it is an

2,8 R ussell, Baker, Inventing the Truth: The A rt a n d  C raft o f  M em oir  (B oston: H oughton M ifflin , 1987), 
11-29.
259 M axine G reene, R eleasin g  the Im agination : E ssa ys on E ducation , The Arts, a n d  S o c ia l C hange  (San  
Francisco: Jossey-B ass Publishers 1995), 74 -75 .
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education in forgetfulness. Distracting the young from their own perceived landscapes 

and shapes, we teachers insist on the givenness o f  predetermined explanatory 

frames.”300 In this study I have examined these frames and the storied experience o f 

others from m ultiple perspectives through the eyes o f the child, grandfather, and the 

overarching (over soaring) perspective o f  the Hawk.

300 M axine G reene, 74.
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