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Abstract

This study is a narrative inquiry. | am a narraiivguirer. By this | mean | think about
and study experience narratively. Throughout tlggiiy | thought about experience narratively
while following a recursive, reflexive process whhallowed me to move between telling,
retelling and reliving of stories while engagingrajside relationships. The participants and |
created a variety of field texts and then movenhtierim and finally research texts. | used the
commonplaces of temporality, sociality and placécwlafforded me a conceptual framework to
inquire into, and write about, our stories of exgece.

What you will read in the following pages is a m@aivre. It includes my narrative
beginnings; the stories of my experiences whiclughd me to my research puzzle and helped
me to construct my personal, practical and soagtifjcations for the study. Over time, and as |
inquired into my narrative beginnings, | understbedanted to deepen understandings of how
literacies less than a woman desires shapes herssto live by, her identities. | also wanted to
understand how and if shifts in literacies woulfiuence identities. Therefore, this study
involved an intervention carried out over 6 monifise participants and | met 3 times per week
for 90 minute. During this time | tutored the womarEnglish Language Arts in efforts to
improve their literacies. There were two particiggsatwo women for whom English was the
language of instruction at school and who knew rarded themselves as wanting to improve
their literacies.

Before beginning the tutoring we engaged in onemmaresearch conversations where
the women shared stories from early school and Handscapes. We did this in efforts to know
and name their identity threads. We then begamihgioThroughout the tutoring and for a year

following the completion of the tutoring we met er month for research conversations. During



these conversations | asked the women to shaiestdrhow the tutoring was influencing their
lives. They told me stories of who they were anawiey were struggling to become.

In my efforts to cleave to our shared experiendes/e written narrative accounts for
each of us. These accounts tell remembered stmk$hey tell stories of our shared, lived
experiences. In laying our stories side by eaghilled narrative threads which reverberated
across the accounts. The first thread was the itapoe of living alongside relationships as we
struggled to shift our identities while maintainingrrative coherence. Next, was the importance
of inquiring into stories from our early, pre-refteve landscapes because they were continually
shaping and reshaping the relational space. A thiehd was the importance of place in our
efforts to shift our identities and the final thdeaas the ongoing efforts to live, retell and reliv
our stories to live by.

In the final chapter | noted the significance atwork and | also outlined wonders
which continue to linger with me. This dissertatisra story of hope because these two
remarkable women never once gave up their dreartinewrefforts to know and name
themselves as literate. This study foregroundstiees and the stories of two women and their

struggles to know themselves as literate.
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Chapter One: Situating My Research Puzzle ExpandingVonders' and Worries about
Literacies® and Identities®

Over the past 20 years | regularly listened toeagles, particularly women, share
stories of when they were little girls, playing echwith their dolls and or younger siblings.
They spoke about knowing they would grow up todaehers. | am not that type of teacher. |
never dreamed of teaching, nor do | have any recttins of playing school, with dolls or
friends. For the most part | disliked school anganmticular, | loathed high school. | did,
however, spend thousands of pleasurable hour®ilotal, municipal pool. In that pool, |
learned to swim and eventually | learned to tedblers to swim. In spite of my eventual
swimming instructor status, it took me three sunmterpass the Beginner Red Cross badge,
because | was terrified of deep water. | remembefirst summer in the class. | was the
youngest child. | was hopeful | would easily pags ithe Junior Red Cross class; | did not. At
the end of the two weeks, with check marks beseyeskill, except unassisted treading in deep
water, my mother reenrolled me for another two vgeéky only reprieve from the three
summers of repeated Beginner Red Cross swimmisgiasswas the two weeks of family
vacation. By the time | did pass, | was the oldésid in the class.

Later when | became a swimming instructor, | wasnkginterested in children and
adults, who were frightened of water. With youngdrien it was often the act of submerging

one’s face that presented an insurmountable cligdlamile many adults were terrified of the

! In this document | use the word wonders as a mounean: musing, thinking over, pondering, conjezfnd
speculation, meanings which are related to the teevionder. Clandinin and Connelly (2000) made lsimise of
the word when they wrote about research puzzles.

2| am mindful of my word choice, literacies and fiwracy. Using the plural form is my effort tot$kis work
apart from notions of literacy as an autonomou®betading and writing skills to be mastered amdlign it with
notions of multiple literacies (Gee, 1996, Strd®95, Collins, 1995) where literacies include cdasation of
personal, social, cultural and temporal elementghvbhape and re-shape one’s literacies and odergifies.

% | consistently use identities because | understataries to live by are multiple, fluid, shiftingontinuously
composed and recomposed in the moment-to-momengTiyClandinin et al, 2006, p. 9).



deep end because they were unable to place tie¢isdeurely on the floor of the pool. Today |
wonder if perhaps my interest in these students gig of my own experiences with learning to
swim in deep water. | am not, therefore, an educabm can share childhood stories of teacher
play; however, | am a educator, who has always bderested in students who struggle.

| began my career, teaching combined classes @rjand senior kindergarten. Based on
a school board generated list of socio-economtertai, the school where | worked was labelled
high needs. At the time | was hired, the school lwaated in a division that emphasised
teaching pedagogies which supported language earddy acquisition. To this end, there were
frequent workshops offered where teachers coulth least practices. | was a regular attendee.
Funds were also available to purchase books aredt m#hources, and a consultant was a phone
call away. | observed children who appeared tortéfssly and happily engage in processes
which allowed them to build strong foundations bbpological awareness as they began
reading. Other students struggled with the rangectvities | created and presented. At the time,
| didn’t worry too much about the children who adwlot rhyme words, switch onset or final
phonemes to make new words, or remember sound $yslbonships. | understood that
kindergarten children were at the beginning ofrtheading journey and | imagined that in time,
each child would learn to read.

More than 10 years later when | taught Language isrtmiddle school, | met students
who were struggling with literacies. This puzzled.rhwondered if there were links between the
early struggles | observed with kindergarten cleildand the difficulties | was now observing
with middle school children. Mostly though, | fosesl my wonders on finding ways to help
students remediate their deficiencies. | begantémd professional development courses outside

of Canada at schools for students with dyslexspeint five summer vacations engaged in



learning to which would allow me to identify andrediate dyslexia. | attended the City of
Buffalo Summer Session, the Gow School for Dysl@ags, and the Kildonan School for
Dyslexic Students. My desire to attend these ceunses urgent because | was not only sensing,
but also experiencing that doors of opportunitgsent and future, were closed or being closed
for these at risk, struggling, or learning disalbdéblents; | wanted to help and believed | could.
Later on in my career, | left teaching in school®pen a literacy clinic to tutor students
experiencing language based difficulties. | corghto be puzzled as my wonders and worries
broadened and deepened. Increasingly, | understod@bserved two things. First, some
students were not learning to read, write, comprdland spell fluently; | wondered if they ever
would. Thinking about these students, my questimtame forward looking. Specifically, |
wondered what it might mean over the course dietirne if one did not acquire reading and
writing fluency. These wonderings allowed me tokhbeyond literacy as a list of skills to be
mastered or remediated. Moving away from the ch&tosf skills, | began to experience and
puzzle over the resilience and desires of manyesiisd Frequently, students arrived at tutoring
sessions knowing themselves as less able thancthegmates. Many were shy and timid about
trying once more. Some were angry and defiant; kmey there was nothing they could do to
improve their reading abilities because they knleswrtselves as stupid. Experiencing the
students’ frustrations and the parents’ worriestevgatively began. We worked to remediate
weaknesses, used assistive technology and advdoatsthool-based accommodations.
Throughout, | was increasingly attentive to theissoof home and school which students were
sharing with me. Slowly, over time and with pleonfystops, starts and plateaus, students began
to improve their literacies. In the midst of thiglsimprovement, | noted and listened as parents

commented on how the children were more confideagpier and more willing to do school



work. | wondered if these observations and commaindsit a student’s improving sense of self
were linked to their improving literacies.

Tutoring experiences presented many different ypnpoints; my wonders broadened. |
began to think about those students and families @duld not afford to pay for tutoring and |
understood literacies as an issue of social justiaiso wondered about students who received
intensive tutoring but were not developing fluenigjreover, | thought deeply about the stories
| heard when | was invited to attend annual sch@sled reviews of particular students. | often
attempted to hold these school-based stories immg, alongside stories the students and
parents were sharing and alongside the experidiveas having whilst tutoring. | routinely
returned to wondering how these stories influengld the student was, who $heas permitted
to be, and who she might become. | also wonderedllveas complicit in the stories being told
of students on and off school landscapes. Furthernhdhought deeply about which stories the
teachers, tutor, students and parents valued, wls¥ahnd sometimes silenced.

Research Puzzle

When | began my doctoral studies, | drew these mapees forward. They influenced,
shaped, and re-shaped the courses | took, thengehdid, my thinking and my participation
within The Centre for Research for Teacher Eduoadiod Development (CRTED). Through this
work, my research puzzle was imagined up, engageadd written about. It had three foci. First,
| wanted to deepen understandings of how literaaifigenced, shaped and re-shaped the
identities of women, with literacies less than thegired. | wanted to do this by listening and

attending to the women'’s stories of school, homakvand family. Like Silko (1996), |

* | have consistently used female pronouns becéesparticipants and | are female. | have also don® avoid
using he/she.

® Clandinin and Connelly (2000) wrote, “narrativejiires are always composed around a particular emiad
research puzzle” (p. 124) and “as an inquirer reamsrereads her field texts on the way to compgossearch
texts, the phenomenon, the what of the inquirgni®ng the topics that press on the inquirer” ()12



understand, “the web of memories and ideas ... cidatgity” (p. 43). Moreover, | understand
these stories as funds of knowledge (Moll, 201refore attention to them affords deeper
understandings of life lived. Next, | wanted tcead to shifts in identities which might occur
through 6 months of intensive tutoring and ongagearch conversations. Finally, | wondered
how I, a maker of curriculuPhwould influence the relational space and howpiégicipants
would shape it. By asking the women to talk abbattutoring, | was afforded opportunities to
wonder about my pedagogical practices and the statetings which gave birth to them. Vinz
(1997) reminded me to think deeply about the “gaps$ spaces through which to (re)member
ourselves as we examine the principles behind m@atipe” (p. 139).

All of these wonders are tethered to the corneestdnmy research puzzle; puzzles about
identities and possibilities/struggles for idemttito shift. From the beginning | have consistently
leaned into the work of Connelly and Clandinin (2P8nd their narrative notion of stories to
live by. They wrote:

Narrative constructions that take shape as lifeldsfand that may, as narrative

constructions are wont to do, solidify into a fixextity . . . or they may continue to grow

and change. They may even be, indeed, almost migreae, multiple depending on the

life situations in which one finds oneself. (p. 95)

® Connelly and Clandinin (1992) wrote, “We begarshiggesting that curriculum might be viewed as awant of
teachers’ and students’ lives together in schoots@assrooms... It is a view in which the teadheeen as an
integral part of the curricular process and in \ehigacher, learners, subject matter and milievinadgnamic
interaction” (p. 392).



| have also been repeatedly reminded by Roy (Z0@Hen she said, “I tell it (a story)
not as an ideologue who wants to put one absoldgsiogy against another, but as a storyteller
who wants to share her way of seeing”.

| wanted to share oliexperiences because | know them as affordanceteéper
understandings of how identities are influencedmiee lives with literacies less than one
desire&. Moreover, because | understand that paper ansithbols which appear on it remain
only that until the reader engages the standardiyetols with sufficient accuracy such that a
two way transactional relationship is enacted (Rbkst, 1978), | wanted to record our
experiences in a written format, in part, becausarted to contribute to research conversations
where identities and literacies were the topicafwersation. | am aware of an irony, as my
study involved women with literacies less than tbegired and while they made significant
progress in their reading levels, | suspect sontbefext will be inaccessible or painfully
accessible with dictionary and or trusted guidepdrt | attempted to mitigate this tension. | did
this through the negotiation of the narrative actsi{Clandinin and Connelly, 2000). As | was
writing the narrative accounts | met regularly witie participants in my efforts to clarify
meaning and to ask further questions. Once | hafisdof the accounts | brought them to the
research conversations. Sitting next to me at nsik,dee read the accounts, taking turns, page
by page. | invited response. As you read the naeatccounts you will notice a series of

footnotes. These notes reflect the responses ttieipants offered as we read. Furthermore, in

" Arundhati Roy is an Indian novelist, essayist antivist. Her novelThe God of Small Thingwon the Booker
Prize in 1997.

8 This “our” refers to the women in the study, BeHalith, and me.

% struggled to select words to describe how the participants identified themselves. In the end | chose “literacies

less than they desire”. | carefully selected these words because they speak to the participants’ desire to shift how
they know and name themselves in term of literacies. Moreover, this phrase indicates the women began the study
with some literacies. Finally, | selected this phrase because it hints at the complexities of the notion of literacies.



my efforts to manage the irony of the issue of asit®lity | came to rely on Heilbrun’s (1988)
idea that stories come to us through multiple mmadiu

What matters is that lives do not serve as moaealy; stories do that. And it is a hard

thing to make up stories to live by. We can onlglteand live by the stories we have

read or heard. We live our lives through texts.ylimay be read, or chanted, or
experienced electronically, or come to us, likerthemurings of our mothers, telling us
what conventions demand. Whatever their form oriomadthese stories have formed us

all; they are what we must use to make new fictioesv narratives. (p. 37)

From this quote | understand this text is the stdrthe journey | shared with the
participants. | am hopeful readers, including theipipants who co-composed their narrative
accounts, will know it as a new narrative. | am éfopof this because, we can only retell and
live by the stories we have read or heard. Thikvwdiers other ways of knowing women with
limited literacies and other ways of knowing abth& intersections of literacies and identities.
| Begin

| have been puzzling over, thinking about and erpeing literacies as shaping
influences, as | struggled to compose a life, ®loag as | have known myself as a fluent reader.
In this first section, | present two stories whattaped, and continue to shape, who | am as a
literacy educator. This is purposeful in my desirearve out a context for the work | have
chosen, specifically the personal, practical araagqustifications as to why this work is
important and meaningful (Clandinin, Pushor, & MyrOrr, 2007). As a narrative inquirer, |
want to be clear as to why this work is meaningfudl important. Moreover, | have done this to
demonstrate my relationship to, and interest ia stiudy; to offer stories which serve to change

how we think about the intersections of identitasl literacies, such that I, and others wonder



about or change teaching practices; and finalhgJe done this to create a space for voices and
stories, which are often marginalized because lieégng to women with literacies less than they
desire.
Complex Stories: Moving Beyond Reading and Writingas an Autonomous List of Skills to
Be Mastered

For the first few years, | worked as a kindergatgacher and the next few, as a teacher-
librarian. Much of this work focussed on teachimgdren to reatf, write, comprehertd and
spell. The first schools where | worked were lodatethe inner city of what was then North
York, Ontario. Many of the children did not speakgksh as their first language, lived in the
midst of limited socio-economic conditions, and nacently arrived in Canada. The children |
taught, and learned from, lived complex lives amhile | might not have been able to articulate
the complexity, | did experience it as | taughtiassrooms and libraries, as | met students and
their families and as | learned to wait while tlatsrs translated parent-teacher interviews. |
wondered about students, particularly those wheewe&periencing difficulties with English
language literacies. My growing appreciation ofitikemplex lives meant my wonderings were
broad in that they reached to consider experiefioas school, home (Canada), home (country
of birth) and social contexts. Moreover, | frequgmtondered how | was influencing what a

classroom of new immigrants, many of whom weregeés, understood about school, teaching,

10 Chartier ( 1994) wrote “reading, by definitionrebellious and vagabond. Readers use infinite rusnbf
subterfuges to procure prohibited books, to redaddxn the lines, and to subvert lessons imposdtdem” (p. viii).
| appreciate this description because | understandnean that reading is so much more than cohgrgion
and/or decoding.

1 Chartier (1994) when describing the meaning gieewritten works, wrote, “works—even the greatestis,
especially the greatest works—have no stable, usalefixed meaning. They are invested with planad mobile
significations that are constructed in the encaulétween a proposal and a reception. The meaaitigsuted to
their forms and their themes depend upon the afesmpetence or the expectations of the varioldigaithat
take hold of them. To be sure, the creators (ofpgbeers’ . . .) always aspire to pin down meartingir meaning
and proclaim the correct interpretation, the intetation that ought to constrain reading. . . . Bithout fail,
reception invents, shifts about, distorts” (pp.Xx—



learning, Canadians and most importantly about fedvies. Midway through my first year of
teaching, my wonderings grew broader.

| remember distinctly the morning after the Montiglassacre, December 7, 1989. | had
been teaching for barely 3 months, | was pregnatht my first child and | was utterly distraught
knowing the gunman had sought out and targeted woAe| rode my bike in the cold across
Lawrence Avenue, | recalled a recent staff meetihgre the principal suggested we check our
emotional baggage at the school door before egtelRiding face into the wind with salty tears
sopping my cheeks, | knew my emotions would erterschool with me. | did my best to
compose myself before opening the classroom doaltda the children to enter directly from
the playground. We went about the business of Inaginour day and then settled upon the
carpet for our opening activities; part of thistina included the children sharing news.

Five-year-old Alessandt§ son of a political refugee from South Americat pp his
hand and slowly began telling our class (junior aedior kindergarten, 4- and 5-year-olds)
about the massacre. His father, who had been agsafin their country, shared the story with
him. Alessandro, in his perfect, commanding Englistd the class how the man with the gun
wanted to shoot girls and how his father told hinns tvas a very bad thing. Sitting on a rocking
chair, | listened, weeping. The children turnedni®. | felt they wanted confirmation of the story;
| was incapable. Three girls—Shini from Sri Lankal &ope and Jubilee, identical twins from
Barbados—stood up and embraced me. Shini put faelrinemy lap and wrapped her arms
round my pregnant self; the twins draped their aanosind my neck. | remember tiny, twig like,

twin arms stretching to reach and hook togethetherother side. | let them soothe me; | let them

2 pseudonyms have been used to protect the studtdensities.
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linger. Alessandro looked to me and asked, “Sdndsawhat Poppi said true?” and | replied,
“Yes.”

Later that day as | rode home, | reflected on oarmmg. | knew the children had
experienced me in ways which were other than wiet were accustomed to; many children
had cried in our classroom. | had not, until thastigular morning. In response, three girls
physically reached out to me, embracing me. | kezktheir hugs, which | interpreted as
unabashed love. In so doing, my emotional turmais weduced. Thinking about these little girls,
| also thought about the mothers in Montreal whaildanever again hug their daughters or be
hugged as | had been, and | wondered about the whib was alive and growing within me. |
wanted a way to thread together these three ththghildren in my classroom, the child within
me, and the young women in Montreal who had beedawn because they were women.
Coherence did not manifest as an option.

Over time, | returned to this memory. | knew myctear stories had been influenced
because | began considering the possibility andntipertance of loving other people’s children,
a consideration which lingered for many years. Whieegan teaching, | positioned myself and |
was positioned as teacher. In my understanding pibsitioning was narrow in that it did not
include the possibility of loving relationships tvistudents. Lugones (1987) describes loving
women across racial and cultural divides. She leame the work of Frye (1983) and her notion
of arrogant perception, and added her idea of pl&wforld” travelling*®. Lugones wrote, “there
is a complex failure of love in the failure to idiéy with another woman, the failure to see

oneself in other women who are quite different fromeself” (p. 7). When the three little girls

13 As a beginning teacher and in consultation witteginning principal, | invited the children to cale Sandra and
so they did.

“ Lugones (1987) described world travelling as askillful, creative, rich, enriching and, given t&n
circumstances, as a loving way of being and livifm3). She argued learning to travel to each &hweorlds was
an act of love.



11

reached out to me, | experienced them as willinge®me and my suffering and as a result | did
not feel alone. Moreover, this experience affordedlopportunities to wonder about the places
where our lives intersected outside of the mandatedincial curriculum. | had these wonders
because | was keenly aware the children had tetodey emotional well-being and | was better
for it. The children taught me a lesson about thpdrtance of the relational, one | continue to
learn. The motherless twins Hope and Jubilee, &mai,3he daughter of a Tamil fighter who
moved regularly between Sri Lanka and his wife fwelchildren in Toronto, had stories very
different than mine and yet they recognized sufiigand responded to it in a way which served
to open future, educative tellings, retellings, aglivings of storie¥. This was the case because
this story lingered within me; | returned to itpld it and then listened as friends and colleagues
responded to it. In the early tellings, | descrilndtht the children had done, however as time
passed | found myself including story bits whicfiegted my gratitude for what the children had
afforded me. Today | believe | shared and contboughare this story in my efforts to deepen my
understandings of the experience and because know this story as a story from which other
stories grew. Specifically this story allowed ntepugh time, to think deeply about loving
children outside of my family.

The complex lives these small children were livamgl had in part enduréchad a
familiarity to them in that they called forward wHaaw as some of my own early mis-
educativé’ (Dewey, 1938) stories. Living alongside the chéttlin our shared classroom,

memories of early, endured dysfunction were cditediard. My resulting desire was “to create

!> Connelly & Clandinin (2006) used four terms tortstture the process of self-narration”. Lived &smare those
we live. Told stories are those we tell. Retoldistare those used “to interpret lives as toldifferent ways, to
imagine different possibilities” (p. 478). To radistories is “to live out the new person” (p. 478).

181 use the word endured to indicate a child mostrohas no choice. She is dependent on the stifrtee adults
with whom she lives; therefore, she endures stpeedgcative and mis-educative.

" Dewey (1938) termed experiences as educative sxethicative based on a distinction he made “betireen
inherent values of different experiences” (p. 38reover, Dewey wrote, “any experience is mis-etiveahat has
the effect of arresting or distorting the growthfafther experience” (p. 25).
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spaces in which children could tell diverse stoteebve by other than ones shaped by narrow
plotlines” (Clandinin, Pushor, & Murray Orr, 2007, 25). As | sat in weekly staff meetings and
listened to, and participated in, conversationscivitionfidently predicted bleak academic and
social futures for the students of our schoolcr@asingly understood we were privileged
teachers with limited understandings of the comipleof students’ lives. | don’t ever recall
imagining futures for my students which includedtpsecondary education. It is not that the
children were insufficiently bright; rather, it wdge complexities of their lives which allowed

me to know them as fortunate if they graduated bdtool. | was a member of an almost
exclusively White, middle class, female staff clealgvith the responsibility of teaching children
who were often hungry, tired, unkempt, abused,awgtl, speaking English as a second, third,
and sometimes a fourth language, with parent(s)wér@ also struggling to compose their lives.
In the midst of these complexities, many childrame to school eager to learn. What did we
know of the struggles these children and their lasencountered on and off school landscapes
and what did we care to know? | knew little and Idite to deepen my understandings.

There were moments, however, when | struggled agtie predicated, bleak future
stories because when | reflected upon stories frgnearly landscapes, | understood school
failure was not the only possible outcome. Whesoked at, and thought about, the students |
taught, | saw few similarities between my earlyrgeand the lives many students endured
because | was never hungry, unkempt or fearfukth@ght not be a home to return to at the end
of the day. Moreover, | spoke English as my fiesstguage. Notwithstanding my dislike of
school, | was sufficiently successful such thad$sed each grade. Nevertheless, some of the

experiences my students endured resonated witthmegdult child of a parent who abused
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alcohol. Perhaps my early stories made me desperateeer for these children and their
families such that | was sometimes able to ima@itee educative stories.

It never occurred to me to challenge a system wpéaimitted children to live in abject
poverty; however, | did feel a need to do somethirigcussed on teaching children to read,
thinking it the most important task. From today&ntage point, | understand my highly focussed
efforts to ensure each child read were groundedkinowing | had constructed as a child. This
knowing understood books as vehicles of transpontdrlds of otherwise; said transport was
particularly useful when one was forced into misietive plotlines, including academic failure.
| desperately wanted each child to have accessdadype of transport. This desire has not
diminished over the years and therefore | knovg ipart of my personal justification for this
study. | am capable of and | desire to advocaténftividuals marginalized by plotlines of
academic failure. Today, | wonder how AlessandtoniSHope, and Jubilee storied this
experience and | also wonder who they are becoasragults. At the time, these children
allowed me to interrupt my teacher stories, suelh klkvondered what was possible in a
classroom; specifically, | wondered who was teaghvhom, and what | valued?

A second story follows which helped carve out tbhetext for my interest in and
justifications for a study about identities, idéynshifts, and literacies. This story highlighte th
practical, social and theoretical justifications fioy study in that | am hopeful it will add to
ongoing research conversations seeking to influémo&ing about how we teach literacies and
how instruction is shaping the identities of studefamilies and teachers. If we treat literacies
as an autonomous set of skills to be mastered vileesre not awake to the opportunity to think

about the ongoing, forward and backward, inward @tavard® links between literacies,

18 Clandinin & Connelly (1994) described the foureditions of inquiry: inward (internal conditions:gres, feelings,
aesthetic reactions, and moral dispositions); otdWexistential conditions: the environment), fordrand
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identities, and identity shifts. Moreover, if tHeres on the professional knowledge landscipes
are only, or primarily, about skills to be masterindn the opportunity to awaken or remain
awake to literacies as identity-shaping and infaileg is lessened or lost. Therefore, this study is
important because it allows readers “to think alibatlarger social and educational issues [of]
the study” (Clandinin, Pushor, & Murray Orr, 20@7 25).
Sam Asks: Questions of Identities

In the summer of 2001 | tutored a child who conmgadefirst grade without learning the
names of, or sounds produced by any of the phorféniée Ontario Curriculum, Grades 1-8:
Language (revised, 2006) states that at the e@tade 1 a child will “use knowledge of words
and cueing systems to read fluently” (p. 40). Saams not able to do this; his mother and | were
worried for him and therefore we were working aggreely in 60- minute tutoring sessions,
three times a week to remediate his weaknessesaffaraoon, Sam looked across the table and
said, “Sander, are you a real teach&®hsure of what he meant, | asked him and so bagan
conversation where | found myself describing tlagetitory and circumstances of my career.
When | finished, Sam smiled and said, “I get it &&myou were a real teacher when you taught
at real school, but you're not a real teacher newaise you work at home; you're a helper.”
Once again, uncertain of what my clever young ahavgs getting at, | asked him to explain.

“You know, you play these games with me so | canreny letters and that helps my real

backward (temporal). | am mindful of these direcibwords and their meanings as | think about tter$ections
of identities, identity shifts and literacies.

19 Clandinin & Connelly (1995) coined the term prafiesmal knowledge landscapes to describe and uadiers
contexts. They wrote: “understanding professiomaividedge as comprising a landscape calls for @naif
professional knowledge as composed of a wide waoiepeople, places and things. Because we segrtifiessional
knowledge landscape as composed of relations apemgie, places, and things, we see it both astalteictual
and a moral landscape” (pp. 4-5).

20 A phoneme is the smallest unit of sound in a language.

2L All of the quotations from the tutoring sessior taken from a digital recording of the sessiomy(R001:
Wingate Literacy Clinic).
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teacher, and it helps me because when | go basthimol, | will be able to do my work. I'll be
able to read and that will be really good for md ary real teacher” (personal communication,
July 2001). Later that evening, | thought againulvehat Sam had asked. | was particularly
interested in how he viewed me as not a real teaahd how he viewed the work we were
doing as games to be played. | want to considersSiaming of me as not a real teacher and
his idea that the curriculum was game playing tghothe lens of identity—both Sam’s and
mine.

| understand Sam’s question as an opening whichallmws me to appreciate that many
of my questions were grounded in my identity asagher within the various contexts where |
worked. Over a 20-year career, | moved progresgaehy from a traditional school setting. |
began in North York, then Hamilton, then a smalldpendent school and, most recently, |
transitioned to private practice, working as aéity clinician.

Connelly and Clandinin (1999) wrote about two “fantentally different places, the in-
classroom place and the out-of-classroom plac#tierprofessional knowledge landscapes of
school (p. 151). These two different places weredeed as follows. Out-of-classroom:

a place filled with knowledge funnelled into thdnsol system for the purpose of altering

teachers’ and children’s classroom lives . . is ftlled with other people’s visions of

what is right for children. Researchers, policy erak senior administrators and others,
using various implementation strategies, push rebdandings, policy statements, plans,
and improvements schemes and so on down what Wiaealonduit into this out-of-

classroom place on the professional knowledge tzapis (p. 25)

In-classroom was described as:



16

Classrooms are, for the most part, safe placegrgiyfree from scrutiny, where
teachers are free to live stories of practice. éstsries are essentially secret ones.
Furthermore, when these secret lived stories #ettrey are, for the most part, told to
other teachers in other secret places. When teaoh@re out of their classrooms onto
the out-of-classroom place on the landscape, they tive and tell cover stories, stories
in which they portray themselves as expert, cetharacters whose teacher stories fit
within the acceptable range of the story of scl@ohg lived in school. (p. 25)
Considering the various schools | worked at, | Inetgethink that each step taken had
been a move away from schools, which were madd bpth in- and out- of -classroom places
and one towards a place where | could attend titlskassroom places: “safe places where
teachers lived out their stories of who they were who they were becoming as they interacted
with children” (Connelly & Clandinin, 1999, p.2%)loreover, | see my movement as steps taken
away from out-of-classroom places which are “prigsiere, professional places shared with
other teachers and as places where teachers wazetea to hold certain, expert knowledge” (p.
25). Furthermore, | now story my movement away f@sthool setting as a movement from
teacher to tutor in that | am no longer confrontgith a classroom of children and all the
resulting responsibilities. | tutor one-on-onermsmall groups. When | went into private practice
| could not have articulated that | was acting upatesire to focus my attention on the in-
classroom place, however, | now believe that isipety what | wanted.
Thinking about it today, | understand the out-afssroom places exhausted me to the
point where | began to consider a different cardet.ready to leave the financial comfort of
school work, however exhausted by the demandsdpdied a position at an independent school

where part of my assignment was to work with stislerho were struggling. As | got to know
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these students, they shared stories of accomplisismdich occurred in off-school places. At
the same time, their parents expressed grave amabpout their child’s academic performance.
Listening to students’ stories of accomplishmeatfroff-school places intermingled with stories
of parental concern, coupled with my own observetj@fforded me opportunities to wonder
how literacies where influencing identities. Moregvfrom student and parent stories, |
understood how the coding lefarning disabledstrugglingor at riskleft little room to attend to
relationships between parents, students, and tesabbeause it put the child in a clearly defined
box. How, | wondered, could a student move fromikbr and shift their identities if their stories
were continually understood through the minuscak @ften misunderstood lens of learning
disabled, struggling, or at risk? These wonders tiecame part of the practical justification for
my work.

Sam’s question also allowed me to think about neyiidy as a maker of curriculum.
From Schwab’s (1978) four curriculum commonpladesarners, milieu, subject matter, and
teacher, Sam’s comments about game playing focumgdtinking on subject matter. When |
arrived at the University of Alberta, | thought twerk | was doing was pre-curricular, in that |
was helping to prepare children to engage in thteidies by teaching them how to read,
comprehend and write. In this sense, | saw the warks doing as a catalyst for the child’s
hoped-for success with the provincially mandatediculum. | no longer believe this to be the
case. Relying on Clandinin and Connelly’s (198&jaroof curriculum “as something that is
experienced in situations” (p. 6), | understand Sach | were engaged in much more than
learning to read. It was more than me followingsadf outcomes as stated in provincial
curriculum documents. When Sam shared with me heowads storying the tutoring and how he

imagined himself when he returned to school in &apéer, | began to appreciate the complexity
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of what we were engaged in. From Sam’s commemtswl understand he wanted to read; he
wanted to be able to do his work both for himsali &r his teacher. Sam wanted to be
successful and to be seen as successful. Leamnegd by the end of Grade 1 is a mandated
education story in Ontario and Sam understoodrteigher he nor his teacher had storied him as
a reader. Appreciating this, | am able to conceivihe work | do as more than remediation of
weaknesses. For Sam, learning to read allowed hiopportunity to story himself as able, both
in his own eyes and in his teacher’s eyes. Saraiy siemonstrates the fluidity of identity and
the possibility for identity shifts. From these enstandings, | appreciate the social and
educational justifications which my work addresses.

Today as | think about tutoring Sam, and as Itigterecordings of our sessions, | am
mindful of two things. First, | routinely hear mysaetilizing the following strategies: running
records; ongoing checks for comprehension; trackiagmproving subject specific vocabulary;
working aggressively to develop his phonologicabheemess; and attending to the skills and
strategies he used as he read and wrote. Nexdierstand that by inquiring into the stories Sam
shared in the midst of the tutoring, | was ablbegin a process where | shifted my stories away
from a singular focus on skill remediation to aalirsion of identities—Sam’s and mine.
Tutoring Sam over the summer of 2001 was part afragoing, slow, and frequently stalled
awakening to stories of identities which were enaaelin the tutoring.

Finally, over the course of my doctoral studies stsifted contexts, my practical
justification came to include a desire for spacbsme students work collaboratively and in
support of each other. This was, in part, becausled fourth and final year of my studies |
became involved with a writing group. Working witho colleagues, Sonia Houle and Ted

Paszek, we met weekly to support each other asrate wissertations. In coming alongside
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these fellow researchers and writers, | was chgdldrio think more deeply and to be aware of
my assumptions. Butler-Kisber (2010) noted, “revief# what is emerging in the inquiry can
provide important and different perspectives fanking about what is transpiring” (p. 16). This
is precisely what occurred, the writing group casagions gave me experience with student
spaces which were supportive, collegial and hiateghat might be. | now see this as another
justification for my study, because | can imagitelsnt spaces where support, encouragement
and deep thought are the dominant story.

In summary, my “relationship to, and interest il€lgndinin, Pushor, & Murray Orr,
2007, p. 25) this inquiry is grounded in persopadctical, and social justifications and therefore
the work is important. By inquiring into told stes from early school and home landscapes and
by coming alongside the participants through 6 memf tutoring and research conversations |

deepened understandings of how literacies shapeeastthpe identities.
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Chapter Two: Constructing a Conceptual Framework: Introduction

My? research puzzle was driven by curiosities andtipresabout identities and
literacies and how they are shaped and re-shapadiaow and within various contexts. | am
particularly interested in women and literacieam curious about literacies, identities, and
identity shifts because of what | perceive to begbtential they hold

to generate a new relation between a human bem@@nenvironment—her life,

community, world—one that makes possible a new efadealing with them,

and thus eventually creates a new kind of expee@bjects, not more real

than those which preceded but more significant,lessl overwhelming and

oppressive. (Dewey, 1981b, p. 175) in (ClandiniR@&siek, 2007, p. 39)

My research focussed on the identities and thetityeshifting experiences of three
women, two of whom self-identified as having liteiess less than they desired. The third woman
is me, the researcher/tutor. | inquired into oldl tdentity stories and how we came to know and
understand our literacies and how this knowingosiad as we composed our lives in various
contexts. Moreover, | inquired into how identitesfted through the experience of literacy
tutorials. | did this by living alongside the womand attending to their stories to live by
(Connelly and Clandinin, 1999) as they were livet and relived through and after literacy
tutorials. This was purposeful in three ways. Fitsdllowed me to deepen and broaden
understandings of identity-making experiences afin&o with limited literacies within the
context of their life stories and across a lifespéext, it afforded glimpses into the identity-

shifting efforts of three women within the contexteaching and learning English Language

# The issue of pronouns and ownership of this wark évoked an ongoing tension in me. On the one, iand
appreciate | must claim this work as my own andoyethe other hand, | know none of it is possibitheut the
contributions of many.
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Arts. Finally, | inquired into my experiences asaker of curriculurff in an effort to be
attentive to how my teacher stories to live bytslifthrough the experiences.

This study is a narrative inquiry. It is a studyhofman experience. It uses a narrative
inquiry methodology (Clandinin & Connelly, 2000hgtefore it is ontologically grounded in
extrapolations from Dewey’s (1938) theories onrthture of experience and by Connelly and
Clandinin’s (2006) notion that “people shape tlugiy lives by stories of who they and others
are and as they interpret their pasts in termbedd stories” (p. 375). Eisner (1999) noted
“experience is slippery; it is difficult to operatialize; it eludes factual descriptions of manifest
behaviour” (p. ix). Dewey’s theories of experieracklress the difficulties noted by Eisner
because his ideas include considerations for tleesiection(s) of interactiéf) continuity”> and
situation between a learner and that which is dr&imultaneous consideration of these
intersections is important because it affords “at@ve ways of thinking about phenomena”
(Clandinin & Rosiek, 2007, p. 36). Dewey (1981) tero

In an experience, things and events belongingaabrld, physical and social, are

transformed through the human context they enteilewvthe live creature is changed and

developed through its intercourse with things prasly lived. (p. 251)

% Clandinin & Connelly (1992) wrote “teachers anddgnts live out a curriculum; teachers do not imins
implement, or teach a curriculum and objectives;are they and their students carried forward @irttvork and
studies by a curriculum of textbooks and contergiructional methodologies, and intentions. An actof
teachers’ and students’ lives over time is theiculum, although intentionality, objectives, andrazulum

materials do play a part” (p. 365).

% Dewey (1938) identified two criteria of experientte first criterion was interaction. Interactibappens between
an individual, objects and other people continually experience is always what it is because ofrtnesactions
between an individual and her environment.

% Dewey’s (1938) second criterion, continuity, dsaaitention to how each experience carries oven farlier to

later experiences, such that what one learns irsituation becomes a lens through which to expee@md
understand later experiences. Dewey wrote: “evepggence both takes up something from those whésle gone
before and modifies in some way the quality of thadich come after” (p. 35).
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Clandinin and Connelly (2000) drew on Dewey’s waken they coined the
commonplaces of narrative inquiry: “personal andadinteraction); past, present, and future
(continuity); combined with the notion of placet(sition)” (p. 50). These ideas were used as
narrative inquirers described experiences whicloldefl through time and were influenced
through time, backwards and forwards. Holding titesee notions simultaneously, Clandinin
and Connelly described a three-dimensional nagatiguiry space, such that a study has
“temporal dimensions and address(es) temporal rsafig focus(es) on the personal and social
in a balance appropriate to the inquiry; and @w(s) in specific places or sequence of places”
(p. 50).

This Deweyan ontology of experience allowed Clamdand Connelly (2000), to “begin
with experience as expressed in lived and toldegbd(p. 40). As they attended to storied lives
they developed narrative conceptualizations oftiies. Connelly and Clandinin (1999) wrote
about how teachers’ knowledge and the various &tste which they lived, were interwoven,
such that the stories they lived and told of wheyttvere and who they were becoming were
understood as identity stories. Understanding kadgg, context and identity as linked resulted
in the term, “stories to live by” (p.4). Clandingt al. (2006) described “stories to live by” as
“multiple, fluid, and shifting, continuously compa$ and recomposed in the moment-to-moment
living” (p. 9). This research then is groundedhe bntological connections between experience
and narrative conceptions of identities. With Delseklieory of experience and Clandinin and
Connelly’s (2000) narrative conceptualizationsdwritities as my conceptual foundation, | know
life to be “filled with narrative fragments, enadt® storied moments of time and space, and
reflected upon and understood in terms of narrativges and discontinuities” (Clandinin &

Connelly, 2000, p. 17). Moreover, like Heilbrun @19, and Macintyre (1998), | understand
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humans as story-telling beings; therefore our sehself is grounded in the stories we live, tell,
retell and relive.

With Dewey’s (1938) ontological understandings xpperience and with narrative
constructs of identities, my research puzzle waseived (imagined df), enacted, and written
about in an effort to deepen understandings ofdéetity shaping experiences of girls/women
composing their lives with literacies less thanytdesire. It included an intervention, a 6-month
period of three 90-minute tutoring sessions perkwweeere | was the tutor/researcher. The
puzzle grew out of the work | did, and the puzaed questions which emerged as | tutored
students labelled as at risk, struggling or leayrdisabled. My queries and the questions | was
puzzling over led me to imagine a two part studye Tirst intention was to understand how the
women experienced their lives up to the point wienstudy began. And the second intention
was to be attentive to shifts in identities whicaynimave occurred through the 6 months of
tutoring and follow-up conversations. In comingrajside the women as both researcher and
tutor, my intention was to deepen understandingh@tomplexities of our lives as we lived in
relation and as our stories to live by (Connellg &fandinin, 1999) were being shaped and re-
shaped. In the following section, you will readaerview of some of the work done in the area
of narrative constructions of identities and idgnshifts. This is purposeful because it
demonstrates what | read as | struggled to cortséraoherent understanding of identities and
identity shifts, two cornerstones of this studgrdught these understandings to the three-
dimensional narrative inquiry space as | inquirgd ithe experiences the participants and | lived
and told. Moreover, the reading allowed me to agipte how understandings have shifted over

time and how there are many ideas about idenainesidentity shifts.

% Clandinin, Pushor, Murray Orr (2007) describedualg which “unfolded through imagining, and reimzigg, a
reflexive and reflective back and forthing as lieésnged and the context changed” (p. 27).
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Narrative Constructs of Identity: An Overview

The study of narrative can be tracked back asd#ristotle; however, narrative theory
emerged as a point of inquiry in the second hatheftwentieth century. In terms of identity
theory, this was a move away from the linear, Riagenotions of developmental stages which
saw a child construct herself and therefore hentitlein a world which was inherently logical
(Bidell, 1988). Piaget argued that as a child gpéwsically, her cognitive abilities and therefore
her reasoning skills improved; this in turn led teethink increasingly abstractly as she moved
through various stages. Narrative constructs aftiles are otherwise because they purport
humans as story-telling creatures (Heilbrun, 1988A\dams, 1993) who live and tell stories as
they make sense of the world. In what followsatt the development of the conceptual
framework | came to understand as helpful wherkthgnabout my research puzzle.

My understanding of narrative constructions of titgrbegins with Dewey’s (1938)
theory of experience. Dewey wrote,

every experience enacted and undergone modifiesrthevho acts and undergoes, while

this modification affects, whether we wish it otnihe quality of subsequent

experiences, [such that] . . . the continuity gbexxence means that every experience

both takes up something from those which have pefere and modifies in some way

the quality of those which come after. (p. 35)
Moreover, Dewey argued,

we live in a world . . . of persons and things vhiic large measure is what it is because

of what has been done and transmitted from previonsan activities . . . There are

sources outside an individual which give rise tpesience. (p. 40)
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Dewey called this interaction. Other researchdigppophers and psychologists have suggested
alternate views of the identity shaping and proegesshe purpose of the next section is to
explore some of the work which has been done irighe of identity studies, particularly in the
area of narrative constructs of identities. | bagitn psychologist Erik Erikson (1970) who
described a theory of identity development whiahgleid on one’s successful movement through
what he described as eight stages. His theory atatets the development of identity as an
individual travels through predetermined stagestédwoer, he argued, as a person increased her
desire to expand her social circle, she facilitatexvement through the stages. Furthermore, he
believed society supports the maximum movementtiirpand sequencing of, the
developmental stages. An individual, Erikson badg\faces significant changes to her identity;
her job is to successfully resolve an identityisr{gvhich he understood as an opportunity) at
each of the eight stages. If she does so, shemlirace the experience as a positive influence to
her ego, thus enhancing future healthy developitieatigh the remaining stages. In addition,
Erickson argued, progression through the eightestagas evidence of normal development. The
particular stage when an individual must estabiiishpersonal identity and thereby avoid

identity confusion occurred at stage five. At thiigge, the adolescent assesses her strengths and
weaknesses while wondering about who she is, wdtezecame from and who she will become.
Through this, the adolescent makes choices aboaotsivé is, based in part on what she believes.
This implies a search and a sustained effort. Wimenis unwilling to engage in the work, the
possibility of identity confusion, alienation, aisblation arise. Erikson’s theory accounted for
historical and cultural influences and at the tibrgave full autonomy to the ego, believing
successful resolution at each stage led to gromdmaastery. Other researchers take a different

view of identity development not based on stagerthe
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For example, McAdams (1993), a psychologist, ptthfbis theory of human identity by
arguing for personal myths which each of us corstroonsciously or subconsciously in our
efforts to create meaning and purpose in our lilre2001 he described his model as a

life-story model of identity, contending that peefiving in modern societies begin, in

late adolescence and young adulthood, to condtrielives as evolving stories that
integrate the reconstructed past and the antiddatare in order to provide life with

semblance of unity and purpose. (p. 100)

McAdams (1993) argued the differences between pé&oplentities are apparent in the
elements of their personal myths: where they ardlse various plotlines, the characters
included and excluded and the scenes, images antethinvolved. He posits this range of
identity-construing elements influences perceptiorderstanding and behavior as one attempts
to explain the world, self-develop, seek sociaddilon and understand one’s place in the world.
Personal myths, he suggested, are considered wigepenceives a discrepancy between our
inner organization models and what happens to tiseinvorld. McAdams wrote “each of us
must try to comprehend the specific nature of auque life course and personal journey if we
are to know who we are and how our own life mayragle most meaningful” (p. 12).

Personal myths, according to McAdams (1993), dpatierned integration of our
remembered past, perceived present and anticipatiae” (p. 12). Embedded within his idea
are two notions—agency and communion. By agenaydtereferring to personal power and
achievement and by communion, he referred to irdyn@and love. Depending on the type of
interaction one has with agency or communion, pasir negative, one’s personal myth is
influenced. Moreover, he argued adolescence isiadef critical identity development because

we are aware of ourselves as myth makers. From Mi&sdwork, | pulled forward wonderings
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about the notion of agency and like Clandinin amaiizIly (2000) and Dewey (1938), a
knowing of the importance of interaction as anwndlial shapes and re-shapes her identities.
Another author who contributed to my understandihiglentities was Gilligan (1982).
Her studies advanced human and moral developmédohwlas thematic and unique to women.
In her book|n a Different Voiceshe argued women’s approach to morality is furetaaily
different to that of men. Men, she argued, thinkeinms of rules and justice whereas women are
more inclined towards foregrounding the relaticsnadl an ethic of care. In three separate studies,
The College Student Stydyhe Abortion Decision StudgndThe Rights and Responsibilities
Study Gilligan argued women were not inferior in thearsonal or moral development, but that
they were different. She outlined three progresstages of moral development: preconventional
(selfishness and a focus on individual survivadhwentional (selfishness to responsibility to
others, such that self sacrifice is goodness) fimadly post conventional (goodness to an
understanding that she is a person guided by ptesibf nonviolence). A woman’s movement
through the stages, as suggested by Gilliganogmgted in changes in her sense of self and not
cognitive capacity. Her writings argued againstwloek of Kohlberg (1976) and his Stages of
Moral Development. Gilligan’s work was importantchese it challenged the male bias in
human development theories by arguing for the ne@&tclude women’s experience.
Specifically she posited “that the inclusion of wems experience brings to developmental
understanding a new perspective on relationshiisctianges the basic constructs of
interpretation” (p. 173). While Gilligan’s work hégen criticised, it is important to note that at
the time of publication, it had an impact on feramibecause it challenged the idea that in order
to mature, one had to develop an autonomous selit @@monstrated the inadequacy of studies

which relied on interviews with predominately maléjects. Gilligan’s work emphasized how
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women’s moral understandings were contextual,icglat, and, therefore, interdependent and
not an aberration froomale normal This work is important to my study because, irt,gagave

me permission to consider research exclusively wiimen participants. Moreover, it was part
of an ongoing shift in my identities in that it@led me to understand and experience multiple
interpretations of a single event. This was helpidause it supported my shifting stories away
from binary, dichotomous understandings of eitheFarthermore, it afforded me bridges which
led towards multiple understandings of a singlenévieor example, in reflection years later,
thinking about the little girls who reached outite on the morning following the Montreal
Massacre, | had many questions about how they rhigNe storied the experience. | appreciated
that the experience shaped us each differentlyréqating these differences moved me deeply
and excited me because it gave me room to expartthiinking, wonderings and puzzles.
Moreover, it provided new layers of possible confex stories from my early landscapes, where
the interests of my father and brothers were alvpaysary.

Belenky et al. (1986), working forward from Gilligg research, published a book
entittedWomen’s Ways of Knowinghe book is organized around five epistemological
perspectives which emerged as a result of a sefrieserviews with 135 women. Female
research participants were located within a tradél source, the academy; however, the authors
also included women of higher education from owsite academy. They were interested in
understanding how women experience learning andthewknow themselves as a result. They

were particularly interested in how maternal piEetnight shape women'’s thinking

about human development and the teaching relatipndfe expected that by listening to
women talk about mothers and mothering, we might lleemes that were especially

distinctive in a woman'’s voice. (p. 13)
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Belenky et al. argued what women know influences therceptions of self, their
knowing of the world and their views of teachingldearning. Through the five epistemological
frameworks, women'’s view(s) of reality, knowledged authority are organized. Belenky et
al.’s (1986) work was different from Gilligan’s (&2) in that they framed their findings as ways
of knowing as opposed to stages of developmentfiveepistemological perspectives offered
were: silence (women know themselves as voicelesspjved knowing (women know
themselves as receivers of knowledge from expejective knowing (knowledge is
subjectively known; truth resides within), proceallinowing (women are invested in their
learning), and constructed knowing (truth and kremlgle are understood as contextual).

Throughout the interviews, Belenky et al. repeatédiard the women speak about
finding their voicesFrom the stories they heard and analyzed, tHeauposited that women
find their voice as they experience their lives #mdugh their efforts to “put the knower back
into the known and claim the power of their own dsrand voices” (p. 19).

This work remains important and was helpful asoutyht about and designed my study
because it identified ways of knowing which prewlyuvere not acknowledged by male centric
developmental studies. It did this by offering égmsological frameworks as a way to think
about identity and identity shifts. The epistematagframeworks helped to shift the identity
conversation away from psychological stages of libgweent. It also contributed to
understandings of knowledge being constructed withimmunities in which mothers are
knowers. Furthermore, it allowed readers to comsaentities as women shifted from silence to
voice as they experienced relationships withinrtbemmunities. In my research, this book has
been important because, like Gilligan’s work, intttbuted to the experiences | was having with

multiple explanations of a single event. For examplhen | inquired into the experiences Sam
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and | had while tutoring, | thought deeply aboutn&awanting to be storied as a reader. |
understood his desire to be known as a reader ataae of the boxes on my checklist of skills
to remediate. It was not, for example, an issuwgariting phonological awareness or a weakness
of short-term memory. Knowing this pushed me tozbeibeyond the checklist in my efforts to
deepen understandings of my experiences of tutolngp doing, it gave me another lens from
which to think about the complexities of a life. Mover, because some of the research
participants in Belenky’s study were recruited heseathey self-identified as wanting
information about parenting, | was afforded an oppaty to think about the positioning of the
women in my study as they too had self-identifisdvanting to improve their literacies. In
addition, this work influenced my thinking in thaforegrounded the importance of the
relational and it constantly reminded me | wasallation with participants. This was an
important reminder for me throughout the tutoriRoally, this work allowed another
opportunity to think about how contexts call fordalifferent ways of knowing and in turn, how
future experience is influenced. When | recallegllitile girls in my class, | wondered how the
classroom had influenced our stories. Prior toetvent, | had known myself as teacher, one who
comforted children, who saw to their well-beingeamho was in control. On this particular day,
a day soaked in vivid images and stories out of tvah, the children had tended to my
emotional state. Within the classroom, on the feangtory carpet during opening activities, the
physical space remained the same; however, ieshift that it became a place where | was
afforded a safe space to express my vulnerabilities

Kerby (1991), a psychologist, has also contributethe research conversation about
identities. He believes language is the mediumugjinovhich we constitute identity. According

to Kerby, self-narration is used to understandiatetpret the richness of humans. Individuals,
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Kerby argued, have a self-identity and are conscafut. Into this knowing is the temporality of
physical bodies and the temporality of past, preserd future experiences. Experience, he
argued, involves a continuous process of drawiegstbnificant bits into the whole, while
appreciating temporality. He argued that an indialdvill over time act in characteristic ways.
He leaned on the work of Bourdieu (1977) when lerred to this as habitus. Bourdieu, drawing
upon Merleau-Ponty’s (1962) notions of perceptotefined habitus as a process an individual
creates which is a system of lasting and changédlspositions.” Specifically, he wrote:

The structures constitutive of a particular typeonbvironment produce habitus, systems

of durable, transposable dispositions, structuteattires predisposed to function as

structuring structures, that is, as principleshef generation and structuring of practices
and representations which can be objectively “ragal” and “regular” without in any
way being the product of obedience to rules, objelst adapted to their goals without
presupposing a conscious aiming at ends or an expmnastery of the operations
necessary to attain them and, being all this, ctilely orchestrated without being the
product of the orchestrating action of a condudjor72)

Kerby (1991) borrowed this notion when he describabitus as a process of “acts
reinforced by reactivation and repetition . . . lso the result of acts and decisions guided and
often determined by a constraining social orderemdronment” (p. 20). This habitus, he
argued, settles upon the parameters of one’stactsng history into nature.

Kerby (1991) continued by suggesting one can agie habit because of the
constitution of self, the being in the world thaifforded by the mental processes of memory,
imagination, emotion and language. He suggestedaharangage in these processes in efforts to

“reconstruct a more or less coherent story of aegast events” (p. 22). An individual
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determines her notion of narrative coherence basdter understanding of what it means to
compose a life. Memory, he said, affords the caatifon of identity because it gives a point of
comparison to the past. Identity therefore, acewydo Kerby, is the identity one is aware of;
brought into awareness based on the degree to wheeltan penetrate her recollections.
However, he said, memory is a representation op#st and it must be interpreted. It is then a
also a creative act because it involves recollastend the creative act of interpreting them.
Kerby’s (1991) work was another reminder of the amti@nce of temporality in the stories
humans live and tell. This was a particularly paignreminder as | heard story details shift over
time and as | came to appreciate the shifting amkddent reliability of memory. For example,
when | listened to digital recordings of Sam’s amgltutoring sessions and read daybook entries,
| understood stories shifted through time. In piis reflected shifting understandings of
experiences and therefore shifting significance slraping influence of stories. During the
summer when | tutored Sam, | did not think aboutshared experiences as efforts to shift the
identity stories being told in school about Sanwds later as a doctoral student, when | inquired
into the stories, that | began to understand theough the lens of identity and identity shifts.
Macintyre (1998), a philosopher, did not considiamnitity in terms of psychological
stages. He argued humans are story-telling beingsheerefore humans’ sense of self is
grounded in the stories humans tell. Stories, Itk gave us context and the context is impacted
by temporality and culture. Therefore, he arguedsgnal identity is influenced by one’s place
in society and by the interconnectedness of evéviten individual events are judged as not
possessing meaning, they do not fit within theystdra life. For Maclintyre (1984), one’s
narrative history is embedded in a social contextt ‘@he unity of a human life is the unity of a

narrative quest” (p. 211).
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| returned to Macintyre’s work with some regularty | struggled to understand some of
my own stories. Maclintyre’s work was a constantguoto consider the interconnectedness of
stories. Thinking about Maclintyre’s work allowed toevonder about school, familial and
societal contexts in which stories were embeddedekample, when | thought about the three
girls, | wondered what stories to live (culturanfilial, institutional, and others) they brought to
school and how had these stories shaped our erpes® From this wondering, | set a course to
better understand educational policies from the tgariod of the early school stories the
participants shared. This was helpful in that dyded another contextual layer of understanding
because as | tentatively placed the told stori¢simvinstitutional, educational and societal
plotlines, | was afforded opportunities to wonded guzzle over the forward and backward
influences on the stories the women shared. Finilig work allowed me to think again about
time and how it is not a neutral commodity. Whenquired into the Montreal Massacre story,
there were moments when | experienced embodiedi@mabimemories. | was flooded with
memory shards, which | experienced in my body. Ftleisy | understood that the morning
following the Montreal Massacre was not simply tinge stamp of December 7, 1989. More
than 20 years later, minutes from that morning vagesvn forward in embodied memories
which brought me back in time and brought time famdvand would continue to influence my
future stories.

Bruner (2004) argued “world making is the princifagiction of the mind” (p. 691) [and]
“we seem to have no other way of describing ‘liieak’ save in the form of a narrative” (p.
692). His second thesis is that there is imitabietween life and narrative and the imitation is
two-way. Life, he argues, is created by humansgugiair imagination, such that we construct

narratives as both a cognitive and interpretiveaeag@ment. As both narrator and protagonist,
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one is faced with dilemmas; regardless, one attetogbe mindful of what Bruner refers to as
the “criteria of rightness,” while at the same maotn@cknowledging that the stories one tells are
“highly susceptible to cultural, interpersonal, dimgjuistic influences” (p. 694). These
structures, he argues, eventually have the albdishape lived experience and memory, such
that, in the end one becomes the stories onedfetiseself. Bruner wonders “how our way of
telling about ourselves changes, and how theseuatscome to take control of our ways of

life” (p. 695). He believes that the way we concgize and tell stories become habitual and, in
so doing, they structure experience, influence h@awremember and how we imagine our future.
If, he says, these habits occur early in a perdde;shey can persist even in the face of coptrar
evidence, regardless of how harmful they are. Meggaaccording to Bruner (1992), a narrative
view of identity formation and identity shifts alis one to ask “why one story rather than
another. And such questioning may lead to the si@pthat ‘official’ or ‘enforced’conceptions

of self might be used to establish political or ém@gnic control by one group over the other” (p.
114).

Bruner’s (2004) voicing of this concern was impattbecause it was part of an ongoing
waking up to puzzling over how language is usecbtustruct narrow plotlines of literacy
competencies. | had used terms like learning deshlat risk, and struggling reader with little
thought to the potential influences on individualldren and their families. | understood Sam'’s
stories and Bruner’s concerns for “enforced” coicgis as an opportunity to think deeply about
how | was influencing the stories others tell adrtiselves. Moreover, | puzzled over a grand
narrative which stories literacies as a vehiclsdlh improvement. Moreover, | was mindful of
Bruner’s ideas in my effort to tell some of thelgalysfunction | experienced and as | struggled

to hear some of the stories the women told anddete as they attempted to live out new
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stories. | was particularly mindful of mis-educatistories laid early in one’s life and the
potential for narrative reverberations (Young, 2008verberations which maintain the limited
plotlines set down throughout the early storiesohdered what stories were necessary to
counter or interrupt mis-educative, early stor@sve by. Bruner's work reminded me to attend
carefully to language and the specific words wlichmpose a story.

Carr (1986) argued the structure inherent in nagas how humans experience and act
and how they organize through time. Carr wrotesratave structure . . . is the organizing
principle not only of experience and actions buthef self who experiences and acts” (p. 73).
From this argument | understand that humans usatiae (unity, coherenc®,incoherence and
structure) as they struggle to construct themsedwelsin their efforts to connect experiences
through time. Each of us is engaged in a struggt®hstruct narrative unities and therefore
coherence; however, we also experience narratoghgrence. Carr argues there are two parts to
coherence: the living out of a narrative and thestauction of said narrative. Humans, he argues,
have a need for things to make sense and thereferare constantly engaged in a process where
we tell and retell stories of self. Into this presdne adds temporality because time is around us
and we appreciate the past as part of presentutunck fexperiences. Carr wrote the, “past is still
viewed in light of its connection to present antlifa in an ongoing project” (p. 98).

Thinking about Carr’s (1986) notion of narrativaties and the morning following the
Montreal Massacre, | was struggling for a narrat@berence which did not exist. So while
there are narrative unities, on that particular dags unable to construct one and therefore |
was awash in narrative incoherence. And perhape ftfitle girls also struggled with narrative

coherence as they experienced their usually caontfidgbeat teacher as deeply sad. | imagine it

27 Carr (1986) described coherence as: “a need indpmseis whether we seek it or not. Things needakem
sense.” (p. 97).
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was their struggle for coherence that saw them calorggside me, embrace me and lessen my
ache and in so doing helped me to shift to Sanlded, teacher, who fit coherently within their
stories. Or perhaps, the shared moment affordeditlsea moment to expand their
understandings of their teacher in ways which weoee coherent, to how they knew and
experienced the world. From this, | understandgsfieiand coherence as nonlinear in that one
does not always lead to the other, such that meeratcoherence can be the story. From Sam’s
story, | understand his effort to be included wittb group of children who were storied as
readers was, in part, his struggle for narrativieyuhe wanted to be known and to know himself
as a reader. Carr’s work then is critical to hamdlerstand and think about identities and the
stories we struggle to tell as we endeavor to shiftidentities. | understand this struggle as
ongoing, complex and involving oneself, others,itlteraction between, the physical places and
contexts where we have experiences. Sam was strgggland out of school with himself, with
his teacher, and with me, his tutor, in his efféotshift an identity story he did not want.
Connelly and Clandinin (1990) posited, “humansstogytelling organisms who,
individually and socially, lead storied lives. Tétidy of narrative . . . is the study of the ways
humans experience the world (p. 2). Clandinin andr@lly’s (2000) work is embedded in their
narrative understanding of the world such that tt@ynect experience and narrative constructs
of identities and identity shifts. | understanceréfore, that when they conceive of an
individual’s identity, they think about the “contity and wholeness of an individual’s life
experiences” (p. 17). In coining the testories to live by1999) they “understood how
knowledge, context, and identity are linked and loamnderstood narratively” (p. 4). Moreover,
they argued stories to live by are “given meanipghe narrative understandings of knowledge

and context” (p. 4). Thinking about the childrenlbating me physically and emotionally as
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they came alongside me on that bleak morning, etstdnd Clandinin and Connelly’s (1990)
and Carr’'s (1986) argument that we are living o gelling our stories; we embody the stories
we live out and tell. This understanding has beearstant thread through the 4 years of my
doctoral studies because it was a gentle remim@eindividuals are embodiments of storied
potential which exists on storied, temporal langgsa By this | mean people and their embodied
and told stories hold the potential for teaching Barning, for shifting stories if only

individuals are wide-awake and attentive. Moreotteir identity work repeatedly drew me

back to a consideration of the relational becagss&aries are told and retold between
individuals, future relational stories are possehel affected.

Two other researchers, King (2003) and Greene (1@%enced my thinking. King
reminded me to consider my responsibility to thenea and to all people included in the stories
| write. King (2003) argued stories shape who weard how we understand and interact with
people. King suggests the stories we tell and hevinterpret them, therefore, are critical,
because they carry moral and social responsilsitieich have the potential to influence how
we know and live our lives. Linking this way of kmimg with Clandinin and Connelly’s (2000)
foregrounding of the importance of alongside relaai stories with participants over time, | was
regularly attentive to the magnitude of the stutlg, women, the relationships and the inherent
multifaceted responsibilities. Greene (1995) kepthmapeful as she reminded me over and over
again that the living of a life is a process ofdramg. This was an invaluable reminder when |
concluded that | had come up short as an alongsgkarcher/tutor and when the participants
bumped up against narrow plotlines as they strubgiereate future, educative stories.

Another body of work which influences how | undared intersections of literacies,

identities and identity shifts is the work done enthe name of post-structural theory. Ideas such
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as positioning and subjectivity deepened my undedihg of how systems (language) form
meanings and therefore possibilities for the ctustig of identities. These ideas allowed me to
wonder about the connections between languagexaatiences and to wonder about “the ways
that language shaped the social, cultural, andutisnal narratives and how these narratives, in
turn, shaped the individual person” (ClandininleR806, p. 1). Post-structural theorists posit
every experience is mediated by language and saahimgs shift depending on context. Davies
(1991) commented, “we can only ever speak oursawvég spoken into existence within the
terms of available discourses . . . choices arenstdod as more akin to ‘forced choices’, since
the subject’s positioning within particular discees makes the ‘chosen’ line of action the only
possible action” (pp. 42, 46). When | thought ab®ain, | wondered how was the language his
teacher, mother and | used positioning him andsaas positioning educative? Sam understood
he had been positioned as struggling, one needidigj@al help. He also knew his two best
friends were not being tutored throughout the sumraeation. Sam knew himself as something
less than his friends. He came to tutoring witheaicexpectation of needing to improve.

Post structuralism kept me awake to the importafi¢c@nguage and the influences of
discursive practices. Thinking about Sam wantinggd&nown as a boy who could read and his
mother’s worries that if he did not read, he wobédlabeled with a learning disability, |
understand how the stories we tell are built in®word choice labels we use. Sam’s mother
believed a learning disabled label would give psswin for teachers to know her son as less
capable and therefore their expectations for himald/shrink back. Such a position did not fit
coherently with the stories Sam’s mom wanted fardoa. | pull this work forward because it
helped me to make sense of positioning and nargpliotlines; however, | understand post-

structuralism as existing on a conceptual borddrianh narrative inquiry because it does not
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deal directly with lived experiences, therefortaits to know experiences as a source of
knowledge, nor does it know stories as a resouredforts to ameliorate experience (Clandinin
and Rosiek, 2007).

Finally, the work of Lindemann Nelson (2000) dasgskmy understandings of identity
shifts. Specifically, her work kept me awake to miustories which she defined “as a narrative
that takes up a shared but oppressive understantlimgo someone is, and sets out to shift it”
(p- 95). Moreover her work reminded me of the libketween identity and agency because she
wrote, “how | and others understand who | am protbiy affects the range of options that are
open to me” (p. 95). Thinking of Sam’s strugglestoft the story on the school landscape on
which he was not a reader allows me to understamdthe story was oppressing him and his
mother. He needed to be known as a competent réadeunterstory to the remarks [master
narrativé®] on his final report card) so this story wouldtaken up by his teachers and therefore
they would contribute to his shifting stories.

Lindemann Nelson’s (2001) argument is that “throtlgir capacity for narrative repair
of identities injured by oppression, counterstogas provide a significant form of resistance to
the evil of diminished agency” (p. 9). Moreoveresdrgues counterstories “aim to alter, when
necessary, an oppressed person’s perception alti€ps 9). | understand Sam’s wanting to be
storied as a reader was his efforts to narratikgbgair his knowing of self and his teachers

knowing of him.

% indemann Nelson (2001) wrote, “master narrataesoften archetypal, consisting of stock plots @eadlily
recognizable character types, and we use themnipt® make sense of experience but also to justiat we do”

(p. 8).
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My Understanding of Narrative Constructions of Idertity

The section above was written in an effort to oatlparticular terms. Pulling forward
strands from the above theorists, | have come dietstand narrative constructions of identities
and identity shifts. | begin with Dewey’s (1938gtry of experience (continuity, interaction and
situation) as the foundation from which | underdtaarrative constructions of identities. Next, |
am drawn to the work of Maclntyre (1998) becauaksd® understand humans to be story telling
beings in that they tell who they are through st@handinin and Connelly (1999, 2000),
Lindemann Nelson (2001), and Carr (1986) are alitic my work because they foreground the
notion of struggle as one composes a life and #ngye narrative coherence is not always the
result, regardless of the effort(s). Moreover Gand Clandinin and Connelly remind me my
identities are not only in the stories | tell, theg embodied in my living through time and
context and they live in bodies. Relying on the kvolr Connelly and Clandinin (1999) |
understand identity as embodied, fluid, multiplgleing, shifting and contradictory depending
upon context and through time. Clandinin et alO@0wrote, “identity is understood as a unique
embodiment of his/her stories to live by-storieamdd by the landscapes past and present in

which s/he lives and works” (p. 112).
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Chapter Three: Methodology

Narrative researchers are concerned with the reptason of experience,

causality, temporality and the difference betwdenedxperience of time and

the telling of time, narrative form, integrity dfé¢ whole in a research

document, the invitational quality of a researott,tés authenticity, adequacy

and plausibility. Currently in narrative inquiry,is important for each

researcher to set forth the criteria that goveenstiudy and by which it may

be judged. (Connelly and Clandinin, 1999a, p. 139)

My research puzzle grew out of three main wondargosities about the intersections of
literacies and identities, particularly how liteiecinfluence, shape, and re-shape women’s
identities; questions about how identities weréugriced through 6 months of tutoring and
research conversations; and wonders about homaker of curriculum, influence the relational
space and how the participants shape it. DowneyCdanadinin (2010) wrote, “narrative inquiry.
.. [is] concerned with how humans connect whay theto what their doing does to them, [and]
‘stories both lived and told’ as the connectorha person in the world” (p. 385). My
“understanding is a deeply narrative one concepiedvithin a Deweyan view of experience
with temporal dimensions, personal-social dimernsiamd dimensions of place” (Clandinin et
al., 2006 p. 1). It was these wonders, and thisatige understanding of experience which
shaped my research puzzle, my study and how | kammweflect upon living.

Within these wonders and within this inquiry, | enstand we are

part of the parade. We have helped make the wontchich we find ourselves. We are

not merely objective inquirers, people on the hggd, who study a world lesser in

guality than our moral temperament would haveagme who study a world we did not
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help create. On the contrary, we are compliciheworld we study. Being in this world,

we need to remake ourselves as well as offer igarels understandings that could lead

to a better world. (Clandinin & Connelly, 2000,61.)

| know myself as a participant in the parade, aswho wants to engage in research
which contributes to a community, which makes tlegldvbetter. Moreover, | understand “lived
and told stories and talk about stories are ortheofvays that we fill our world with meaning
and enlist one another’s assistance in buildingsliand communities” (Clandinin & Rosiek,
2006, p. 35). | also know and understand mysetfreeswho is engaged in the world | study, such
that | make the world, and in the relationships-compose such that I/we are making the world.
These ways of knowing are grounded in my ontoldgiod epistemological assumptions. It is
therefore important to articulate my assumptiorfeteel begin to construct a discussion of
methodology. Understanding my assumptions was itapbbecause in so doing | came to
understand that the best way to deepen undersggndirthe experiences of women with
literacies less than they desire, their struggleshift their identities, and my experiences as
tutor/researcher was to inquire into experiences tme. This is the case because, like
Clandinin and Rosiek (2007), | understand, “...ezgnce is the fundamental ontological
category from which all inquiry-narrative or othese proceeds” (p. 38). Furthermore, |
understand experience “is a changing stream tl@tasacterized by continuous interaction of
human thought with our personal, social, and matenvironment” (Clandinin & Rosiek, p. 39).
Moreover, because | assumed there would be fukperences embedded within the study
which would influence what we came to understaned,antological grounding had to account
for the temporal unfolding of events and for shiftsdentities. In addition, it had to account for

the backward and forward influences of experierda{e the context of a particular moment
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because all of the experiences of a life have tterial to shape field textsover time. “The
consequence of this fluidity for making field teidghat there is a virtually endless list of life
experiences that might be and frequently are tummedfield texts of value to the inquiry”
(Clandinin & Connelly, 2000, p, 115).

In the following chapters, | repeatedly made decisiabout the inquiry process. This
methodology chapter is purposeful in that it “téle story of how [my] . . . representation[s] of
the world emerged within a stream of experiencda@inin & Rosiek, 2006, p. 40) and,
therefore, how | made decisions.

The Study: Conceptual Ground

My ontological assumptions, the ways in which | ersfand the nature and origins of
knowledge, experience and identities are shapdddwey’s (1938) work. | know myself to be
continuously transacting with various contexts,stantly being influenced such that my
knowing(s) and my identities unfold through timéig'way of knowing constantly shapes and
re-shapes the way | know and experience the witrédyay | know myself and others as we
transact, and the ways in which | engage in rebedmamy work, | take this up such that |
understand | am constantly composing, recomposidghaving my identities (stories to live by)
influenced and constituted. Connelly and Cland{a®88, 1999), who grounded their work in
Dewey’s theory of experience, argusdries to live byare a conceptual framework for
narratively understanding the links between what kmows, the various contexts in which one
lives, and identities. Stories to live by, Clandiaind Rosiek (2006) argued, “are the form of

representation that describes human experiencaiafids through time” (p. 40). Moreover, |

*° Clandinin and Connelly (2000) use the term field texts to describe data. Some examples of field texts are:
stories, autobiographies, journals, field notes, letters, research conversations, interviews, family stories,
photographs, memory boxes, artifacts, field texts created by participants, and life experience.
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know experiences to be ontologically connected,torenother, such that any particular
experience fits within the full range of experiesi.cln turn, this leads me to understand, “inquiry
is an act within a stream of experience that geasnaew relations that then become part of
future experiences” (Clandinin & Rosiek, 2006, p).4t is the generation of new relations and
possibilities for future stories which allow mekisow myself as hopeful. Clandinin and
Connelly (1998) wondered, “how will we retell ouosges with new insights and how will we
relive them with changed practices in our lives”Zp0). Moreover they noted the “goal is to
engage in retellings that lead to different sooairatives” (p. 250). These ways of knowing the
world and these understandings of experience letbroadertake a narrative inquiry.

My ongoing struggles for narrative coherence wefleeénced by the curriculum studies
and narrative inquiry courses | participated inimigithe first year of my prograih In these
courses, | was instructed to wonder about who kara maker of curriculum. | thought about
and inquired into my early stories to live by andngdered how they had and were influencing
my identities as a maker of curriculéfmOver time, and because of the ongoing struggles t
know and understand my ontological and epistemodd@gssumptions, | understood that
narrative inquiry afforded me opportunities to thaeeply about experience and to
conceptualize it narratively, with temporal, peralesocial and place dimensions (Clandinin et
al, 2006). Furthermore, narrative inquiry affordethree dimensional space from which to

inquire into multiple and fluid identities and id#wn shifts. The three dimensional narrative

**When describing Dewey’s notion of learning, Dowgeglandinin (2010) wrote, “the inevitable muddinehkat
comes with muddling along; the turns that shiffrasn our original course of action, pointing usteed onto
unexpected and unmarked routes that we then stugdarn to navigate. Learning begins only whenainty
ends” (p. 385). This was the process | engaged.

31 Clandinin & Connelly (1992) wrote, “curriculum nfigbe viewed as an account of teachers’ and stsidéres
together in schools and classrooms... It is a \iewhich teacher is seen as an integral part o€tiigacular process
and in which teacher, learner, subject matter aifidurare in dynamic interaction” (p. 392).
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inquiry space allowed me to understand how | colglepen the understandings of women living
with literacies less than they desired as theynd#d through 6 months of tutoring because it
provided a structure to think about and reflectrupgperience, particularly the experiences of
struggling to shift identities. It also gave stwetto my wonders about the intersections of
identities and literacies. Moreover, | understduat the methodology | selected had to
foreground the importance of the relational, beedusew | would ask participants to share
their stories. | wanted to ask for and receiveistoirom a place of respect and caring, Craig and
Huber (2007) noted, “relationship is the heartiahly alongside in narrative inquiry- indeed,
relationships form the nexus of this kind of ingquepace” (p. 249). Having lived through the
experiences of coming alongside Jean Clandininhawthg shared hard, endured stories, |
understood research conversations could be edeq@iewey, 1938) and could be places where
one imagined future, educative stories to liveTyis was important because as Downey and
Clandinin (2010) noted, Dewey considered “growttéathe fundamental overarching goal of
any experience, which he understood in terms ofjtladity and type of experiences” (p. 384). |
wanted to transact with participants in ways whighre educative. As | wondered, studied, read,
and engaged with colleagues within the CRTED, ntglogical and epistemological
understandings were constantly in the making, b&wgpnThis was because “the focus of a
narrative inquiry is not only on individuals’ expances but also on the social, cultural, and
institutional narratives within which individualseaconstituted, shaped, expressed and enacted”
(Clandinin & Rosiek, 2006, p. 42).

Connelly and Clandinin (2006) wrote the followingfidition of a narrative inquiry:

Arguments for the development and use of narratigairy come out of a view of

human experience in which humans, individually aadially, lead storied lives. People
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shape their daily lives by stories of who they attiers are and as they interpret their
past in terms of these stories. Story, in the airiciom, is a portal through which a
person enters the world and by which their expepesf the world is interpreted and
made personally meaningful. Viewed this way, nareaits the phenomenon studied in
inquiry. Narrative inquiry, the study of experieraestory, then, is first and foremost a
way of thinking about experience. Narrative inquasya methodology entails a view of
the phenomenon. To use narrative inquiry methodoi®¢o adopt a particular narrative
view of experience as phenomena under study. (p). 47

My understanding of the definition influenced hotvdmed my research puzzle, as |
described in Chapter 1. | was also influenced whiesearched and wrote my candidacy
paper because | was engaged in a process whicbl@rdinin repeatedly referred to as
“imagining it up” and | understood this to mean gimang up future stories of the study.
There were no participants at the time of the adaxy paper writing and examination,
nevertheless | had to imagine them and imaginestuaty. | wondered how my imaginings
would influence and shape the tutoring, researclve&sations and my unwritten
dissertation. Moreover, because | understood expess were ontologically connected, |
thought deeply about how my extensive reading apganticipation with the CRTED were
shaping my identities and therefore the woman lld/te as a tutor/researcher.

Once over the candidacy hurdle, | turned my atbentto the completion of an ethics
application. This proved to be an interesting psscéor it required attention to minute
details and it took two unsuccessful attempts leefoealized this. Today as | think about
the unsuccessful submissions, | do not believekell the details of the online forms to the

specifics of my study. Once | did this, once | va@te to “imagine up” myself and
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participants, | understood the need for specifiaite | had to draw the online forms closer,
in a more meaningful way. | had to shift my undansting beyond conceiving of them as a
task to be accomplished. | had to imagine mysetha®ne who would guarantee
confidentiality.
Finding Participants
Having cleared ethics, | turned my attention tatogy women who would participate in
the study. This proved to be difficult; | beganatorry the study would not get off the
ground® | found myself trying to imagine specific womemwduld get on a bus or be in a
public place and look around and try to spot a womho might agree to participate. | was
sometimes frustrated because | value the tutorimdx Wdo; | know it as educative on many
levels for both me and students. As | waited¥oesearch participants, | reviewed the
criteria for their selection. It included the foNng:
1. attended school where English was the primary lagguwf instruction;
2. self-identified as having literacies less than ki
3. were willing to participate in 6 months of thrice&kly tutoring sessions;
4. were willing to meet for regular research conveoses; and
5. were willing to take digital photographs.
The rationale for the five criteria was as followsst, | was interested in the experiences
of women for whom English was the primary languafjmstruction throughout their schooling.
| understood subsequent language acquisition wanldida layer of complexity to an already

complex study and | wanted to avoid this. There m@sequirement that participants be mono-

32 This will be described in greater detail in Editivarrative account, Chapter 4.

33 Selection of prepositions was discussed; spetifiea wondered if we wait on participants or wiit them. In
the end, | selected for because in the processaufrhing within a narrative inquiry, one is affordede to wonder
where word choice leads the reader, and which gtatetings they draw forward. Within this contexd,wie wait
on a participant, which implies service to, or dowait for a participant which implies waiting on iadividual?
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lingual or Canadian born, but rather that the |lagguof instruction at school was English.
Moreover, because the methodology is narrativeirggi involves an alongside, over time
relationship. | did not want relationships to buanced or limited by my inability to speak the
first language of participant(s) or by their Englebilities. Moreover, because the participants
and | met monthly for research conversations, Indilwant these conversations to be influenced
by subsequent language barriers. Finally, becduesearrative accounts are negotiated, | did not
want the participants’ ability to understand Enlglis influence the negotiation.

As | waited for participants to appein, experienced tension because | am
uncomfortable at the start of any relationship. fdsearch poster circulated on electronic
mailing lists for approximately a month and | wedi Although four women responded, none
had attended schools where English was the prilaaguage of instruction. As days turned to
weeks and the tension intensified, | began to seaut other possible ways to recruit
participants and | wondered if | had made an arrdine design of my study. Perhaps | ought to
have situated my study within an existing adudirbicy program. | went back and listened to the
recorded conversatioftawith my supervisor, Dr. Clandinin, with whom | hakt weekly.

During our discussions regarding the design of taghg we spoke about the possibility of
embedding my research within an existing adultditg centre. | was reluctant because | did not
want to be influenced by curriculum-as-planned (A@R93), as delivered by a particular adult
literacy centre. Rather, | wanted my study to fotyson the lives of the teacher and (women)

and how their presence is understood by the teach@ientity as effect’ ” (Aoki, 1993, p. 260).

34 Appear is a peculiar word for it implies many #pn According to Merriam Webster Online, it can mea be or
come in sightto show up, to come formally before an authortatiody, to have an outward aspect, to become
evident or manifest, to come into public and to edmnto existence.

% Beginning in my second year of my doctoral studieset once a week, Tuesday morning at 9:00 arn mi
supervisor, Dr. D. J. Clandinin. In this documehtake referred to my supervisor as Jean and ocadbi@s Dr.
Clandinin.
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| contacted local adult literacy programs. | chétieth executive directors, program
leaders and intake workers. | sent information p&éclknd continued to wait and wonder. One
day, | received a phone call from an intake woddesne of the adult literacy agencies. She
wanted to talk about the study. | began by answédrer questions as rapidly as | could. When
she told me she would speak with her executivecttireand get back to me, | was deflated. | had
hoped she was calling to suggest potential paaintgy Hanging up the phone, | wondered if |
had spoken too quickly, if my answers had beerfdomeful or if | had talked too much. The
tension continued. When she called the next ddy thié name of a woman whom she believed
would be a perfect match for my study, | experiehiedief and happines#/hen | asked why
she believed this particular woman was a perfettmahe said, “Editfi is hard-working,
dedicated, intelligentand she wants very much to improve her literadyssiShe will come, she
will be on time, and she will do whatever homewjmtls you give her” (personal
communication, October 2009). This is how the istalorker constructed and positioned Edith.
| was eager to meet her and | was full of curiogkylay later she called again, with the name of
a second woman, Beflawho was also interested in participating. She ad@d whether she
could pass information about the study along toleeague working at a different adult literacy
centre; | agreed. Approximately a month latercieireed a phone call from a woman at another
adult literacy centre. A colleague of the womamfrihe initial center, she was calling to
introduce me to a third participant, Grace. Shexesd a young woman with three school-aged

children who was eager to participate. | agreedantbeting time and place were arrariged

% Edith is pseudonym used to protect the confidéytid the participant.
%" Bella is a pseudonym used to protect the confieliytof the participant.

% Grace began missing tutoring sessions in the first week of her involvement with the study. Each time she would
leave a message and | would call her. In the third week she stopped returning my calls and she stopped coming to
tutoring. Grace left the study.



50

Coming Alongside

In my ongoing effort to come alongside the womdati@nally, my expanding capacity
to pay attention when hard to tell stories wereathavas influenced by my ontological and
epistemological understandings. When | sat actessable as a participant shared a hard story, |
clung to Dewey'’s (1938) theories of experiencetipalarly his notion of continuity.
Understanding that | was being shaped by the expeeiboth in the moment and in future
stories allowed me to appreciate that while theydbelonged to the participant, my stories to
live by were being shaped and re-shaped in théaetd space of listening and telling. This
understanding afforded me opportunities to be nuiholf the relational space between us and to
be thoughtful in my response, often sidesteppiagtien. Moreover, this knowing supported my
efforts to foreground curiosity and avoid judgem@iitis was important as my relationships with
participants developed both in the tutoring sessad during our monthly research
conversations.

As | came alongside the participants, and befogeninéng the study as | attempted to
imagine what alongside would look like, | thougleegly about Dewey (1938), who argued “we
live in a world . . . of persons and things whionHarge measure is what it is because of what has
been done and transmitted from previous humaniaesV(p. 40). Within this way of knowing,
| thought about the experiences participants hak keracies and wondered how they would
influence our relationship. This way of knowing thierld got me to wondering if | was capable
of staying the course of an alongside relationdhijpew on the example | was living alongside
Dr. Clandinin in our weekly meetings. In these nmeg, | regularly experienced an invitation to

come alongside, to be mindful of the relationshopywonder about who | was in the space, and
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who | might be. | occasionally wished for a lesitegl guide because then the task might have
seemed less daunting.

When | tutored, | drew forward the ontological erstanding that each of us is in the
making. Greene (1996) said, “I am who | am not"yetis allowed me to think deeply about the
lessons | planned, the questions | asked, the anod@mcouragement | offered, and my
willingness to stay the relational course whenrheanto moments of tension with participants.
Dewey (1938) stated, “every experience enacteduaddrgone modifies the one who acts and
undergoes, while this modification affects, whetWerwish it or not, the quality of subsequent
experiences” (p. 35). Understanding this shapedyeamecounter | had with participants and
made me wonder deeply about how the participardd arere drawing forward knowing from
previous experiences, and how that knowing wasisgdpe spaces between. With this way of
knowing, | was no longer able to assess skillsiddeon required remediation and then plan
lessons without foregrounding the relational. Ildouever be sure what knowing would be
drawn forward. In response, | learned to adjuslisten and hear, to be flexible, to slow down, to
ask and to attend to what was said and not said.il\response to these changes, the lessons
changed and learning changed and we changed aisgéc will continue to change.

Finally, my ontological and epistemological undanstings shaped how I interpreted and
analyzed field texf§ and the research te5t$ wrote because | fundamentally shifted how |

understood the research and writing processes.rbbepses became less linear. Initially this

% Clandinin and Connelly (2000) described field sea$ data sources that are created by researciters a
participants in order “to represent aspects ofifetperience” (p. 92). Itis from these field gxt diverse
collection of storied field texts” (p. 139) thasearch texts are created. It is from the reseandh that researchers
“ask questions of meaning and social significamcel 80).

“® Clandinin and Connelly (2000) described research texts as those texts which result when the inquirer, utilizing
the three dimensional narrative inquiry space “composes a text that at once looks backward and forward, looks
inward and outward, and situates the experiences within the place” (p. 140).
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was completely frustrating. There were moments wtaehed to be told what to do and how to
do it and if the work | had done was right or wroB¢pwly and over time | realized Jean was not
simply talking about coming alongside, about wgkiip to other ways of knowing and about
creating spaces where students knew their wayamking were valued; she was living it and
she was inviting me to do likewise. | clung to Gre's (1996) idea that | was in the making
because | was overwhelmed by the enormity of whabuld mean to my stories to live by if |
shifted my identities, such that | knew myself ag gapable of coming alongside, one capable
of being awake to other ways of knowing and oneb#gpof invitational, thoughtful response.
This understanding and knowing myself in the makewularly shaped and re-shaped every

aspect of this work.

Beginning the Study

Ethics

| engaged in relationships with women as a nardatiquirer. | worked to come
alongside the women such that trusting relatiorsstgveloped. Noddings (1984) wrote about an
ethic of care and this is what | worked at. | waglgd by a desire to be respectful, trustworthy,
open, and patient. Furthermore, | constantly reeuinghyself of the multiplicity of my role as
researcher and researcher/tutor. Neither of thaes required me to be judgmental of the
participants or of their stories to live by. | werkattentively and actively to avoid judgement. At
all moments, |1 worked hard to keep the women forgmomy mind. When thinking about,
writing about, and discussing my work, | am respecf the women, the stories they shared,
and their vulnerability. Connelly and Clandinin () argued that a deep ethic of care, one

beyond that detailed in ethics forms, must be mtetbeoughout and this is what | strived for.
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They also wrote about the ongoing negotiation afsti narratives between researcher and
participants (Connelly & Clandinin, 1988). In 20@ey wrote the following which served as an
ongoing reminder of my need and desire to remaikawo ethical concerns:

Ethical matters need to be narrated over the eméirative inquiry process. They are not

dealt with once and for all, as might seem to happdaen ethical review forms are filled

out and university approval is sought for our imgps. Ethical matters shift and change as
we move through inquiry. They are never far from tieart of our inquiries no matter

where we are in the inquiry process. (Clandinin &@elly p. 170)

In addition, | completed the mandatory ethics rempgocess which is part of the
requirements at the University of Alberta. Approfraim the ethics board was first given in
November of 2009 and it was renewed in 2010. Thnougthe study | adhered to the ethical
guidelines as set out in the ethical guidelinagh@atJniversity of Alberta | was also cognizant of
my ongoing ethical, relational responsibilitiesngself, Edith and Bella. Part of this
responsibility was drawn to my attention by Dr. & €aine, a member of my supervisory
committee. She made me aware that the possibXisgesl for the women to share stories which
would require an expertise beyond my ability teelisrespectfully and compassionately. When
Dr. Caine drew this to my attention, | heard whwat said, however, at the time | did not think it
forward. Thinking about this today, | understand umyvillingness / inability to include myself
as one who might potentially require counsellingtighout the study as an example of what
Frye (1983) referred to as arrogant self perceptaspectful of the suggestion, | linked up with

an existing social service agency. | made the agamare of my study and alerted them to the
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possibility that the women might require their sees. Dr. Caine’¥ advice proved to be
invaluable.

Initially I met with each woman three times todliss the study; answer questions; share
the informed consent forms (see appendix); infolyragtermine reading, comprehension, and
writing levels; and begin the process of tellingyatories to live by of home, school, and
family. During the first meeting | shared tea watich participant as we spoke in my office. |
met with the women individually. At this meetingasked the women to sign letters agreeing to
their willingness to participate. | informed therintloe details of the study and invited them to
ask questions. | told them they were free to wiiladat any moment and confidentiality was
promised; pseudonyms were used. Moreover, | exgidio them any information which
impeded confidentiality would not be used. Durihg second meeting we informally
determined reading, comprehension, and writinglée\Buring the third meeting, the women
told stories of their early experiences of homépst, and family.

After our three individual meetings, we began titering and Edith and Bella met for
the first time. As the relationships developedskead the women if they would share artifacts
during our monthly research conversation and tlygged. We first met in early November
2009, and by the middle of the month we were tatprinitially | planned that the tutoring
sessions would happen three times per week fori6Qtes. After the second week of tutoring,
Edith commented she felt we were just getting thiowork and the hour was up. She wondered
if we could extend the tutoring for 90 minutes aodwve did. Our last tutoring day was May 24,

2010. We met for tutoring 59 times over the 6 mentlalso met once a month individually with

*'tis interesting to note that as | prepared fer study it did not occur to me that | might requirel or benefit
from the services of a counsellor. This is pregisgiat happened because as | experienced the toaiesgold to
me by Bella and Edith, | needed help to learndteii to them without taking them on. This will heatissed further
in my narrative account.
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the women for an ongoing research conversationyirffice in an effort to be attentive to shifts
in identities.

Our tutoring sessions occurred three times per wdekday, Tuesday and Thursday
mornings. We met in a small classroom on the seflond of the Faculty of Education. Having
completed the initial informal assessment of thenen’s skills | wrote lesson plans. We began
each class in a similar fashion, | asked the woihney had any questions or if they wanted to
comment on anything. We then moved to a revievhefgrevious day’s work, including
vocabulary words and an opportunity to drill anreémereasing pile of grapheme flashcdfds
We then worked on spelling, sentence and paragrajpihg. The final thirty minutes of class
was spent reading aloud from a novel and discusgireg was read. The order of the
instructional elements shifted depending on theoorgdirection offered by the women,
however, for the most part, each session contahledlements as noted.

Once a month | invited each of the women to a rebezonversation in my office in the
Faculty of Education. These conversations were eppe@mded. | usually had a few questions;
however, the conversations were not structureddisussed the tutoring, the women shared
stories from their lives and often they offeredgesgions of things they would like to learn and
occasionally they used the conversations to irvit@e to events.

Field Texts

Living alongside the women as they told stories/bb they were, are, and are becoming
as they engaged in literacy tutoring, we composexhge of field texts in efforts to deepen
understandings of the complexities of their stottebve by. Acknowledging Dewey’s (1938)

concern for the temporal, social, and relation&lireaof experience, we composed field texts

> A grapheme is a unit of written language. It is Wréten representation of a phoneme.
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before, during, and after the tutoring. Moreovesials cognizant of a concern raised by
Clandinin and Connelly (1994) that field texts oughbe “created by participants and
researchers to represent aspects of field expefi€pc419). Each field text therefore is in some
way attentive to one or more of the commonplatestentive to the “multidimensional, ever
changing life space” (Connelly & Clandinin, 2006481) of each of the locations where the
study occurred or where the study led, and wasya\agentive to the relationships between
researcher and participants.

The field texts consisted of digital recordings &rashscripts of all research
conversations, digital recordings of all tutorirggsions, field notes, artifacts, digital photogsaph
taken by one woman, journals, lesson plans, lett@rste to the women, and digital recordings
of my weekly supervisory meetings. The selectiotheke field texts was purposeful in my
desire to be attentive to what Connelly and ClaindfR000) referred to as alongside. In this they
were referring to “what narrative inquirers do whbay are in for the long haul and when they
are working toward intimacy of relationship” (p.)78oreover, | was attentive to who | was as
both researcher and tutor. In particular, | workedemaining wide awake (Greene, 1995) to
tensions which arose during the tutoring. Bate2®91) described the “wisdom that is born of
the overlapping of lives, the resonances betwemmest (p. 242). In being awake to this
potential of overlapping lives, | was attentivehtmw the women'’s participation in the tutorials
resonated and or came into tension with my staoidise by. Moreover the field texts were
purposeful in that they are “...close to experiemerd to be descriptive, and are shaped around

particular events” (Clandinin and Connelly, 2000182).

*3 Clandinin and Connelly wrote narrative inquiry'ésllaboration between researcher and participansr time,

in a place or series of places and in social icteya with milieus” (p. 20). Clandinin and Conne({8000) described
the commonplaces as “personal and social (intemrdgtpast, present, and future (continuity); coredimvith the
notion of place (situation)” (p. 50).
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Through my readings, | began to wonder what coasts field text. | read Bach’s work
(2007) and knew | would ask the women to take pdraiohs which represent to them what it
means to live a life with literacies less than desires. This was the case because “my knowing
of what it means to learn, to construct knowledgéhat the visual is important” (Bach, 2007, p.
281). | asked Edith to take pictures to show metwraeans to her to be a woman living in a
western Canadian, city with literacies less thanddsired. | did this because | understood the
photographs and the stories Edith shared of thenidame sites of inquiry, such that we would
“make meaning of experience both visually and rimely” (Bach, p. 281). Furthermore |
understood “as photographs and stories were shasmhance across stories become apparent”
(Bach, 2007, p. 282).

| gave Edith the camera in April of 2010. | askexd to take pictures of persons, places or
things which represent her struggles with litera@ad or her efforts to improve them. She took
the camera and off she went. During our next rebeeonversation, she brought the camera
back and | downloaded the images onto my hard dFfivst, we looked at the pictures in silence.
| wanted to interact with the images in silencaeleted any that were blurry because | am
visually impaired and blurry images give me a hehdaThe second time through, without any
direction from me, Edith began telling stories dfynshe had taken each picture, what it meant
to her and how it represented her experiencesaasraan living with literacies less than she
desired. | recorded our conversation and | madesna$ she spoke. Sometimes | ask her to say
more. This response proved interesting becausenomaéer of occasions, Edith said, “Sandra,
you remember that story | told you about ----? Wil picture is like that story, but it shows it”
(research conversation, May, 2010). Later whenver in the midst of composing her

narrative account, she came to my office and wet weaugh the pictures once again. | asked
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her to select photographs which best told theseestdShe selected pictures and then | asked her
again to share stories of the pictures, which sthel dvas struck by the stories because when she
showed a picture and shared a story it “added sayemeaning to stories” (Bach, 2007, p. 283).
When Edith pointed to things in the picture, anehtladded words, | both saw the picture
differently and understood the story differentlhys ghe spoke | “moved backward and forward
with words and images” (Bach, 2007, p.283) whileking through the three dimensional
narrative inquiry space and the feelings and emstlavas experiencing. Through this process
of reading, listening and looking | was also thimkideeply about Clandinin and Connelly’s
(1999) notion of stories to live by and how knowgedand context shape the stories we live, tell
and retell. 1 understood the pictures and the essdedith told were sites of inquiry, however, |
also wondered how | represent the pictures anéestas research text. | included the
photographs therefore because | understand theg thakext “glow with life” (Ely, 2007, p.
569) and because | understood they included affmemafor deepening understandings of what it
means to live a life with literacies of less thare @esires. They also afforded opportunities for
stories which helped me to wake-up and remain awmkee ways Edith experienced the world.
This was helpful, particularly as | was in the gss of shifting my personal practical knowledge
(Clandinin, 1986) and how | knew and named myseleacher. Bella did not take photographs;
she expressed no interest in doing so.

Field Text to Research Texts

| read Ely’'s (2007) chapter about representatioreséarch text and my wonders were
many. | began to think about the many ways to preresearch texts and the subsequent
multiple meanings a reader might construe. Ely eiftte clear objective is to present and

sustain the view that, no matter how excellentgdwhering of information, in the final instance
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people must want to read what we wrote” (p. 56Qrédver, she commented “toward that aim,
our reports must glow with life” and “narrative easchers are obliged to present the stories of
those people in ways that cleave as closely aslpeds the essence of what and how they
shared” (p. 569). Mostly though Ely’s work remidd®ae “we cannot say that narrative reflects
“the” reality. We can say that with the help of teader, narrative creates a version of reality”
(P. 571). This reminder fit with my ontological werdtanding of Rosenblatt’s (2005)
transactional theory of reading which purportsewthat focuses on the reader's relationship
with text. Rosenblatt (1938) wrote:

The special meaning, and more particularly, thererged associations that these words

and images have for the individual reader will &dygdetermine what the work

communicates to him. The reader brings to the werkonality traits, memories of past

events, present needs and preoccupations, a partcaod of the moment, and a

particular physical condition. These and many o#tements in a never-to-be-duplicated

combination determine his response to the pecodiatribution of the text(pp. 30-31)

For each woman and for me, I/we composed a nagraticount. | included a narrative
account for myself because deepening understanditgsw | influenced the relational space
and how my identities shifted was part of the waadeom which | shaped my research puzzle.
The analysis and interpretation was done, slowtytanughtfully over time. Through time and
by “repeatedly asking questions concerning meaantysignificance” | looked for “the patterns,
narrative threads, tensions either within or acesssdividual’'s experience and in social
setting” (Clandinin and Connelly, 2000, p. 132) ngmsing the accounts, we drew on the field
texts (as noted above) while thinking through tiree¢ dimensional narrative inquiry space

(Clandinin and Connelly, 2000). Clandinin and Cdlyn@000) described the inquiry process as
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follows: “to experience an experience—that is, ¢arelsearch into an experience—is to
experience it simultaneously in these four waysKheards, forwards, inward, outward) and to
ask questions pointing each way” (p. 50). Moreottey wrote, “what makes a narrative inquiry
is the simultaneous exploration” (p. 479). Withstbnderstanding in mind | proceeded.

| began by organizing and gathering field texwidi this by labelling and then sorting
them into one of three groups: Edith, Bella andenlmade two copies of the transcripts from
research conversations and put one copy in myapidethe other in either Bella or Edith’s. |
made ongoing field notes of the tutoring sessiomsthese went into my pile. The pictures Edith
took were on my hard drive; | printed off thumbsahd added them to Edith’s pile. | had copies
of all of Edith’s journal entries and my respondbgse were added to the appropriate pile. The
few journal entries Bella wrote were put with hengs. Any artifacts the women brought in
were put in the appropriate pile. Once all fieldt$ewere in the correct pile | continued the
inquiry process.

| read everything and made jot notes in the margiiistened again to each research
conversation and made jot notes in the margineefranscripts. Sometimes | put my headset on
and listened to Edith or Bella read as | read thhatlne field texts and looked at the photographs.
| liked hearing their voices; it brought them clokhkighlighted text which | experienced as
significant in my efforts to know narrative threatldid these things because | understood, that
what “shapes field texts into research texts iate by the writers’ experience as they read”
(Clandinin & Connelly, 2000 p. 133). | was lookiagd listening for narrative threads in my
efforts to deepen understandings of each of ouiestto live by. | also listened for moments of
tension when Edith and Bella’s stories to live loyriped up against my own in the tutoring

sessions, research conversations and in theirgbesigp shift their identities. | laid the stories
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“alongside one another in different ways” (p. 188 | lay them alongside and read them “in
the context of other research and theoretical wWdksl33). There were moments when | was
sure | had “deepened understandings” and therutdity and multiplicity of identities would
intervene leaving me reforming what | thought 1 knén these moments | understood,
“narrative inquiry carries more of a sense of awmi reformulation of an inquiry than it does a
sense of problem, definition and solution” (Clandiand Connelly, 2000, p. 124). While this
was sometimes frustrating, it was also an afforddrecause it allowed me to think again about
the intersections of identities and identity sh#tsl literacies.

| began by drafting interim narrative accountsialith, Bella and me. During this
writing | was attentive to tensions, the bumpingofijpur ‘stories to live by’. | shared these
interim texts with Jean and she responded in wadyshacalled me to think about assumptions,
consider other ways of knowing and to wonder wisitthiies we were telling, retelling and
reliving in our struggles to shift identities. lasled these texts with Bella and Edith and we
negotiated the accounts. This proved to be a poMlvexperience because the women responded
in ways which thickened the texts, deepening undedings of their experiences such that many
footnotes were added as a result.

When the women and | were satisfied with the neseaiccounts of each of us, | began
to look across the accounts. | understood thadarh the research text would include stories told
before beginning our study, during and after. Witan’s guidance | began to think about laying
these before, during and after stories alongsigeamother and alongside my own. | was
wondering about the stories we told of ourselvdereebeginning, the stories we told in the
midst and the stories we told once the study waspbeted. This was the case because this study

included an intervention of 6 months of tutorihglso looked for moments where our stories
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bumped up and tension resulted because | understosmn as a place of inquiry, a place where
it was possible to deepen understandings andshwhat this study set out to do.

During the writing, | was ever mindful of my ethieaanderstandings of what it means to
be a narrative inquirer and what it means to engagenarrative inquiry. With these
considerations in mind, | consistently foregroundespect for the women and their stories,
which they told, retold, and relived with me alomigs | met with the women through the writing
and made changes when the woman felt the writirgyvaé representative of their experiences. |
also asked each woman to select a pseudonym tohlegegentity confidential. As | wrote the
narrative accounts, | also met weekly with my wgtgroup and they graciously responded to
my work. Their responses were most helpful in thay provided fresh eyes and supportive
commentary.

| do not mean to suggest | progressed in a liresridn; this was not the case. Each
week | brought my pag&sto my weekly meeting with Jean. These pages beeame
Clandinin and Connelly (2000) referred to as imetéxts. They were “part and parcel of the
ongoing research defined by the inquiry” (p. 133)oking back over my ten months of writing |
am of the mind, | often wrote interim texts whends in the midst of a story or in the midst of
waking up to other ways of knowing. For exampleewtl laid Edith and Bella’s stories of
struggling to know themselves as readers alongseideontext free story of Sandra, the reader, |
was afforded opportunities to inquire into my edaigdscapes such that | shifted how | named,
knew and appreciated the complex, literacy richremment my parents created for their

children as part of their efforts to know and nahmar children as readers. Inquiring into these

* Pages to Jean on Tuesday is something each ofutemnss is familiar with because there is a cle@eetation
that progress is being made and in part that pssgeerepresented by pages written. And yet therelays when
one has no pages to produce. On those days dmenisfail for the gentleness of the guide.
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stories and writing about them was hard work. Tterim text | wrote of these experiences was
in the midst of this hard work. At the time therasnlittle of me left to analyze and interpret.
This came later when | was able to step back flwerhiard work of telling and inquiring into
early landscapes. The research text in chaptethigesult of moving from interim research
texts to final research text.

When | wrote chapter seven | focussed my thinkimgparrative threads because these
were the points of importance that emerged thrabghmarrative accounts. In particular four
threads emerged:

1. the importance of resonances across stories, gf@lgifwvhat becomes apparent when

we do this;

2. the intersections of knowledge and context ineadtorts to shift our stories to live

by;

3. the importance of inquiring into our early preleetive landscapes;

4. and the importance of place and place recognitiaur efforts to retell and relive

our stories to live by.

As | wrote chapter 7, | wove the above threads withliterature. This was important
because the literature supported my thinking. Wask rests on the shoulders of Dewey (1938)
and Clandinin and Connelly (2000). This is the dassause their work grounded my thinking
ontologically and epistemologically and it creagesolid scaffolding from which my thinking
threaded outward to include the work of other redears as | struggled to construct and
contribute to a conversation about what it meanwéowith literacies less than one desires and

what it means to shift literacy identities. Theaash then provided lenses from which to inquire
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into stories. At other times and with other litewr&t my thinking was led along other paths as |
considered how other researchers’ work shapedeastlaped my understandings.
The Ongoing Process of Composing Research Texts

| continued to meet socially with Edith and Belfadave continued to share stories. |
found this very helpful because it was a constamglose reminder of two women about whom |

was writing. In Chapters Four, Five and Six | shheethree negotiated narrative accounts.
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Chapter Four: A Phone Call Which Led to Meeting Edth

Edith’s Narrative of Experience

This narrative account begins with the storiesliEtbtd about her early home and school
experiences. These stories enabled me to beginntterstand the early identity shaping
influences of home and school as they interseciddidith’s ongoing struggles to know herself
as literate. It then moves to stories from six rhenbf tutoring and two years of research
conversations. Through this time we were engageshiangoing negotiation of our experiences.
Clandinin and Connelly (1988) referred to this ke tnegotiation of two peoples’ narrative
unities” (p. 281). When writing Edith’'s account iddwo things. First, | wrote about Edith’s
stories as she shared them with me. Next, | wrbteutaour co-composed experiences. As |
wrote, | was mindful of the relational nature oharrative inquiry methodology such that | was
respectful of Edith’s stories and of our storieantlerstood we were co-constructing our stories.
Moreover, | negotiated this narrative account witith and made changes, additions and
deletions until she knew the account as represeatat her told stories and of our co-composed
stories. This account then is purposeful becauseatrecord of the time we spent together and
the experiences we co-composed. It is also purpbbetause it was from this co-constructed
account | later wrote about what | came to undacs&bout Edith as she composed her life with
literacies less than she desired and as she stdigmishift her identities. Finally, the readerlwil
note Edith’s narrative account is significantly ¢@n than Bella’s. This was the case because
Edith was active and | was responsive to her effatdevelop our relationship outside of the
research settings (tutoring classroom and my Qffice

After receiving a phone call from an intake workéan adult literacy centre, | called

Edith, a woman the worker believed was a good miaicthe study. A brief conversation led to
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Edith and | making arrangements to meet the follgwveek. Because she was coming to the
university on the light rapid transit (LRT), | h&mlventure into the underground station and
locate the meeting place, which Edith had describede over the phone. | am not native to the
city in which I am pursuing my PhD so | experieoastant, underlying frustration with my
inability to get where | want, when | want (I doti@ave a car). The LRT station closest to my
home and where | was to meet Edith is undergro@ncthe few occasions | used this stop, |
experienced claustrophobia as | descended undergirowas not eager to re-enter the station.
Nevertheless, | told Edith | would be wearing a lnatland she indicated she would have a cane.
She sounded sure and confident in her knowledgieeafinderground and the LRT system.

When the day arrived, | was leakiffg. went over early to ensure my timely arrival. |
remembered the intake worker mentioning that BEdak punctual. | appreciate this habit and
wanted to be respectful of it. Moreover, | was sute if there was a place where Edith could sit
if she arrived before me. Edith had said she wbalkk a cane and | did not want her to be
waiting for me. | spotted her first, sitting on @nch, cane resting beside her (I was relieved), and
reading a booKTrapped in the IcéWalters, 1997)I approached, introduced myself, and then
led us out of the station and towards the cafetehiere | planned to offer her something to drink
as we discussed the study. We sat down and | waggttdrinks. When | returned, Edith asked
whether there was another place we could go andbeltause she was experiencing difficulty
with the noise levels. | too was uncomfortable with cascading hum of the lunchtime crowd. |
asked if she would agree to go upstairs to my effiad she willingly did.

In my office we settled ourselves and began shatoges while | explained the study

and presented the paperwork, including the etload. Edith asked if she could take the

5 Over the years, | have used this metaphor to ibesoryself when | am feeling a wide range of powkerf
emotions simultaneously. On the day | met Edithias nervous, anxious, curious and hopeful; | wakitey.
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paperwork with her as she had a meeting with hekiyditeracy tutor and she wanted to go
over it with her. | agreed.

As | write, | am cognizant of a disquiet | am expacing for if Reddy (1993) suggests
words are containers of meaning, then each wohddse will influence what is understood
from this chapter and how future chapters are asmdunderstood. Woolf (1929) wrote, “at
second sight the words seemed not so simple” (fCainelly and Clandinin (2006) remind me,
“readers often make judgements on participantg’sliand on the researcher-participant
relationship as expressed in the text” (p. 483gréfore | have focused on how | came to meet
Edith, how she introduced herself to me and wieiplerienced in the space we created between
us, the space where our relationship tentativegyaté.

Informal Determination of: Reading, Writing, Spelling and Comprehension Levels

Two days later we met again. Edith found her wamtooffice in a timely fashion. She
noted she’d had a chance to go over the formshattutor from the adult literacy centre. She
asked a question about confidentiality and thenesig Our next step was to determine her
reading level. Using graded passages, | deterntieechdependent reading level was
approximately early fifth grade. When | read to,lsre was able to answer comprehension
guestions and engage in conversation related tb tgade passages. Beyond this, she
experienced difficulties with vocabulary, such that comprehension was negatively impacted,
therefore we discontinued the reading. When | aslegdo write her hopes for the study in

paragraph form, she wrote:

6 As we negotiated this text during a research caation (June 20, 2011) Edith spoke about our finst
meetings. She remembered our early meetings asktrbecause she did not know what to expectr&teadled
she did not want to disappoint me; however sheumasre of what | expected of her. She rememberstthes
began to lessen when she understood | was notjgdhgir. She also spoke of how surprised she whs tovited to
the University. She never imagined someone at thigdusity would be interested in her life.
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| hope to butter myself.

| hope to help my daughter and students.

| like to help Sandra in her studies.

| like to be butter in very day live. (Personal commication, November 2009)

Through this period | was teaching on the go anidhBaas learning and retaining

information. Later the same day, as | listenedhtodigital recording of her reading, it seemed

she was regularly using two decoding strategiast,FShe relied on context clues and her

background knowledge in an effort to make sensehait she read. And second, her guesses

were always accurate contextually and to the goisebeme(s). When she was unable to read a

word, she took a prolonged look at it and then gee®r said she did not know. When reading,

Edith did the following:

1.

2.

She self-corrected to make meaning.

She stopped when meaning was not being made amsbtdmbntinue until she

understood. This was most often accomplished thr@etf-correction, and occasionally
she asked for help with a word.

She inserted and deleted words, frequently addirspunds, um and ah.

She had difficulty with some functor words; she laatieved automaticity with others.
When Edith came upon the name of a person or pdheenoted it was a name and asked
for help.

She experienced difficulties with polysyllabic werd

. When reading the early grade passages, which pegstaw challenges, Edith’s reading

was choppy and words were called out as singléentShe did not read quickly,
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accurately, or with expression. She did not reati miosody. Her reading did not sound

smooth and often the pauses were not related tpuhetuatiort.’

8. Edith was able to make use of the syllabicati@truction | provided on the go. She
noted she had never been instructed in the sistgpsyllables or how to use this
knowledge when faced with a polysyllabic word.

Throughout the session, we chatted, laughed, toedkis, and continued. | assumed the
familiar position (Davies & Harre, 1990) of tutancaknower. | experienced Edith as highly
focussed and intent on whatever task was put béfereShe worked rigorously; she did not
appear to tire. She assumed the position of stuatehperformed it well. When | listened to the
sections where | was teaching about syllabicatibeard Edith asking questions and later
attempting to use the syllabication strategies. iMie finished, we got out our agendas and set
up three future meetings. At these meetings, téavEdith to share stories of learning to read
and stories of school and family. She asked ifcgh#d bring her binder of certificates and |
welcomed her to do so. | asked if she had any guesstshe did not. We said goodbye and off
she went. The following week we met in my officetbree occasions. During this time, Edith
shared early stories of school and family, inclgdier binder of certificates. From this binder |
learned Edith had been involved with adult literaenters for approximately 15 years. During
that time, she was regularly recognized for hetrdoution to the center, her hard work, and her

willingness to help others. We began tutoring tiioWing week. Our tutoring sessions were

4" Each time | listened to the recording of Editleading assessment, | was mindful of goals | havstfalents who
experience reading difficulties; | want them to none their speed (rate) of reading, word accurany,
comprehension. | also thought about the tests we gfudents which determine fluency, in part by sneag the
length of time a student requires to read a pas&dijth read slowly with stops and starts and i@es and
deletions, nevertheless it did not negatively iaflce her comprehension. This made me wonder af@goial of
improving fluency and it called into question asseents, which become part of diagnostic labelsvigatise with
students. | knew that if | had used standardizedirg tests, Edith’s reading levels would have begnificantly
lower. | also knew she was consistently making rimegrwhich is ultimately what educators want studen do.
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held at the university. Once a month, in my offigdjth came and spoke to me in a one-on-one
research conversation.
Edith Begins to Tell Stories

Having completed the initial, informal data collect with respect to Edith’s reading,
writing, spelling and comprehension literacies)iied her to share stories of learning to read,
school and home, and any other stories she cagtate. We met three times before tutoring
began and Edith told me stories from her childhdddough the rest of the year and on into the
next, we met regularly to continue our researchveosations. From the told stories and the
stories we were co-composing while tutoring, | camknow Edith as a woman with complex,
fluid, and multiple identities (Clandinin et alQ@5). From her early stories of home and family,
| know Edith as an adult child of alcoholic parent®io endured familial dysfunction, and who,
at the age of 7 with her older sister, was remdx@th her home and sent to live with her
maternal grandparents. From her school storiesowkEdith as a child who endured a steady
diet of exclusion, taunts, and teaching pedagaaiestime when ridicule was tolerated and when
differentiated instruction to meet the needs duaent with a learning disability was unheard of.
From her stories of work, | know her as an indesisiemployee who, because of her limited
literacies, was restricted to manual labour. Nédnadetss, she was appreciated for consistently
doing exceptional work. Having met her daughter legstdned to stories of their life together, |
know Edith as a deeply loving and committed motkeom the stories she has shared of her
involvement with adult literacy centres and fronperences | had as a guest at functions, |
know Edith as a capable, willing, hardworking, @ahdeeply appreciated tutor and volunteer. In

coming alongside Edith over the past 2 years, elemme to know her in our shared stories as a
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willing teacher, hard worker, sometimes as a faistt wife and mother, and as a woman
struggling with chronic iliness.
Early Stories of Family and School
Edith was born in small-town Ontario in 1961, oaia children. She has an older
brother, an older sister, a twin brother and twonger brothers. For the first 7 years of her life,
she endured the familial dysfunction commonly asged with alcoholic parents. As previously
mentioned, at the age of 7, Edith and her oldeersigere removed from the home and sent to
live with her maternal grandparents. Her parenpsusged. Her older brother had difficulties and
was sent to a residential home for troubled yosttvas her twin brother. Edith has no memories
of her parents being involved with school.
Mom didn’t care if we went to school or not andytimever made us do homework. We
didn’t have many friends coming over to the housealise we were like outcasts; we
were the shunned. Other parents would not allow théldren to come over to our
house. | remember sleeping at one friend’s houdd #rink that happened once | moved
in with my grandparents. It was degrading becalsether students had parents who
cared and ours didn’t. | was teased because ofargnps. Sometimes we went to school
in unwashed, dirty clothes. Sometimes we didn’tehlareakfast or lunch. There were six
of us children, so everyone knew about our fandilye teachers knew what was going on
at home; some cared, but most didn’t. There wadeasher who brought us food, but
that made it worse, because the other childrendvpaint us out and say we were getting
favouritism. We were teased because of our fammty lavas excluded because | was in

the special class, but it's all rolled into on@s@arch conversation, November 2010)
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Edith recalls being held back in Grade 1, repeadtiegyear. The following year, Edith
and her sister were removed from the home duertoeras for their safety because of the men
who visited her mother. Edith’s grandfather washai€tian minister. He and his wife took the
girls into their home, where Edith remained untié svas 15. They cared for the girls, including
caring about their school work.

| am a very determined person. | think it came froggrandparents; their place was a

good place for me. My grandmother taught me hoketp house and they kept us safe

and we didn’t get pregnant. When | won the literaasard, | wanted to invite my
grandparents to come and watch me get it; unfotéiynthey had passed away. | invited
my sister and we became close because of it. My mamso jealous, she is always
jealous of my accomplishments. | don’t know whygukss because it was attention not
focussed on her. My twin brother is not like the,wants to see my awards and show

them around. (research conversation, November 2009)

When Edith was in Grade 3 or 4, she was put irgpegial class.

The children didn’t treat me very nice in that slaBhey made fun of me. The afternoon

teachers would make me stand up and read andibedtildren would laugh. | was in

the front row and | could feel them laughing intg back, but still | had to do it, to read.

It belittles you and you learn to do anything toiamt. In the morning class there were

fewer children and they were all different agesefBhwere children with bad behaviour

and other children who had trouble reading anchiegr (research conversation,

November 2009)

Edith remained in the special education classroamthie rest of her elementary school

years. Between Grades 4 and 8, she reported &athe classroom each morning and was
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instructed by the same teacher, a woman Edith Meegd much. Each afternoon, Edith and her
classmates were integrated with students in regldasrooms. When asked to share her stories
of her life in the special education classroom{lEtbhld the following storie&®

Sandra: Did you know about the special educatiasscbefore you were assigned to it?

Edith: | knew there was a smaller class, but | dikknow why. There was only one
special class in the entire school. Once | wasteeitt| stayed there, until | left for high scHoo

Sandra: Did you mix with other classes?

Edith: Every afternoon they sent us out to joinrgular classes. When we walked out
the door of our classroom, into the hallway, wevkne stick together. The children in the
special education class were singled out becauseenenot part of the group. When we entered
their classrooms, they were like, we're better than, or your parents are, type of
conversations. We stuck together because it kepaies.

Sandra: At recess what did you do?

Edith: We stuck together, we were a group. We waskithe teacher, “Can we stay in?
Can we wash the boards? Can we straighten theesd®8I\f she said no, we sometimes hid in
the bathroom (this comment was shared in a whisfievas so hard when they got us.
Sometimes my group would tell the teacher outsidkstne would do something if she liked us.
We were a group, all different ages, but still augr. When we had to go out we stuck together.

Sandra: Were there differences between what yoareqred in the morning and what
you experienced in the afternoon?

Edith: Sometimes | got in trouble in the morningsd because the children would tease

me by saying | could not live with my family andwisad me my mother was a drunk. There was

“8 In this next section | included both sides of oiala@hue. | have done so purposely because Collins
(1991) reminds me “dialogue implies talk between subjects, not the speech of subject and objeistal
humanizing speech, one that challenges and relistination” (p. 212).
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one boy, he was older than me and in some way Beel@ed to me so he knew a lot about my
family. | used to get into arguments with him bessabe was always saying mean stuff. One
time they called home and my grandfather had toectinschool. It was like when we left the
class we knew we had to stick together to protactelves but once inside our classroom we nit-
picked each other and teased each dfifiersearch conversation, October, 2011).

As Edith shared her stories, | conjured up imadesloool. It was not long, however,
when | realized the images and stories | was reneemdpwere based on my experiences as
teacher and tutor. | felt a dissonance betweentaores of teaching and tutoring and the stories
Edith was sharing with me. | read Connelly and @iam (1988) and was reminded “it is not
only the people but the things and processes thad & history . . . . Both the things and
processes therefore must also be thought of asdpavinistory” (p. 8). | understand these
sentences to mean that all situations are histotiwxefore | began to wonder about the
educational polices which were in place when Ediéis a child living upon and between school
and home landscapes. Greene (2001) reminded mas‘tiying to tap, | soon realized, the
historical record and vantage points with respeethat might be taken to be the record. | was
trying to make somehow audible silenced voicesas wying to make visible invisible faces” (p.
27).

Edith’s final report card from elementary schoohtzned the following comment from
her teacher, a woman Edith liked and respectedh&tdeen Edith’s teacher each morning
during the 4 or 5 years she spent in the speciatatbn class. Edith felt the woman worked to

make her and the other children in the class festial.

“9 During a research conversation (June, 13, 201djeasegotiated this text, Edith commented, “Readlis
makes me feel these things happened just the d#yer
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“Edith you have done well this year. I'll certaintyiss your good sense and helping hand
next year. | wish you all the best and | know yall give the teachers at B.B.I. (the high school
Edith would attend) all the co-operation you haixeg us. Don’t forget to ask for help, they
can't help if you don’t asR® Good luck Edith” (Edith’s final elementary repogrd, n.d.).

Edith’s grades from her final elementary schoobrépard are listed below. It is
interesting to note not only was she given a lgjtade, in Edith’s case a steady stream of As,
the teacher also noted her grade level. In Septedailig&rade 8, she had an oral reading score of
(4.0); in June the score rose to (4.3). Moreovemathematics, Edith had a significantly smaller
gap between her score (6.0 in September and Gdni®) and scores one would expect for a

student completing eighth grade (8.0 and 8.10).

Term 1 2 3

Language Arts

Oral Reading A (grade 4.0) A A (grade 4.3)

Reading A (grade 4.0) A A (grade 4.3)

Comprehension

Phonics A A A
Mathematics A (grade 6.0) A A (grade 6.4)
Writing A A A
Spelling A (grade 6.3) A A (grade 6.10)

* As we negotiated this text, Edith laughed whenrshd the comment about asking for help. When édsler
why, she commented, “I regularly tell my daughfeshie needs it, she should always ask for helpsdarch
conversation, June 2011)
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Edith Attends High School

Prior to Edith entering high school, there wemrefal and provincial initiatives
underway which shaped her secondary school expese®ne of these initiatives was directed
by the Federal Government and was entitled, thérieal and Vocational Training Assistance
Act of 1960. Goard (1965) described the act agaticial assistance to the provinces to develop
technical and vocational services within the proiaheducational systems” (p. 396). Part of this
act made federal dollars available to increasetimber of technical-vocational training
programs available to high school students. JoHraRs, then the Ontario Provincial Minister of
Education, welcomed the federal dollars while idtrcing an overhauled high school
curriculum, which became known as the “Robarts 'Planthe time, the provincial government
was struggling to cope with increasing birthratesby-boom era), immigration, increases in
high school participation rates and a realizatibthe need for a greater number of high school
graduates. The Robarts Plan changed Ontario Sego8dhools by introducing streaming.
Three streams were available: a 2-year course i prepare students to leave school and
enter the workforce, a 4-year program which inctudecational training, and the 5-year
academic pathway which prepared students to atieiversity. Smaller (2000) wrote:

Streaming works to sort and divide youth . . onlcally, this force is supported in large

part through the ideology of ‘scientifically’ deteined, ‘objectively’ measured, levels of

‘intelligence’ or ‘ability’—supposedly neutral, abjtive criteria, which nevertheless,

results in significant social separation in ourahk and in our society on the basis of

gender, race, ethnicity, class, sexual, and phlyahahty. (p. 3)

Because Edith had been identified as a struggéader in early elementary and then

placed into a special education class, the negtfsteher, according to the Robarts Plan, was the
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2-year program of study; it was labelled the octigpal class and in part it included vocational
training.

The Canadian Teachers’ Federation (1987) definedtianal education as education
which “is specifically directed toward the teachwifgskills and knowledge which are useful in
occupations for which post-secondary educatiommigequired and which may help graduating
students qualify for entry-level positions in thaseupations” (CTF, 1987, p. 5). Benavot
(1983) argued vocational training of high schoabsints was in part purposeful because it was
seen as a way to support the proper socializafigitinens within a democracy while allowing
equal educational opportunities. Moreover he sadational training, supports a stratified, class
based society because it produces “semi-educatdergosensitive to capitalist work values” (p.
66).

Edith’s school experiences were also shaped biA#lleDennis Reportl.iving and
Learning: The Report of the Provincial Committeefoms and Objectives of Education in the
Schools of Ontarig1968) which was released to the province andhoa boards. In this
report, among other things, there was a call teigeofor all students. The report described “the
right of every individual to have equal acceshlearning experience best suited to his needs,
and the responsibility of every school authoritytovide a child centred learning continuum
that invites learning by individual discovery amdjuiry” (p. 208). While this report was met
with cheers by groups advocating for the provigibprograms to meet the needs of specific
students, particularly those students with learniisgbilities, the report did not mandate boards
of education to offer special education prograntsservices. It was not until December of 1980
when the province of Ontario passed an amendmehet&ducation Act which mandated school

boards to provide programs for students with leaymiisabilities and by this time Edith had left
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school. The change to the Education Act grew o@mtfirio Human Rights Code, which
affirmed the right to equal access to servicesuding education. It was not, however, until

1982 that legislation was passed provincially whmtdde discrimination on the basis of
handicapillegal. These legal changes were too late fotfE@he left high school after 2 years
with a Certificate of Training and an exit repaatra inscribed with two types of comments. One
set of comments reflects her excellent work hadniis the second group notes a steady increase
in the number of missed classes. These absencesdmivith Edith’s return to her maternal
home at the age of 15. She returned home to cateefoyounger brothers.

Imagining Edith living on school landscapes, | amck by the layers of stories which
perhaps influenced her stories to live by. Edi#asly stories of school were influenced by the
work of policy writers and politicians, who did notandate school boards to provide programs
to meet her needs; she also lived out her schonestwhen inclusion was not the order of the
day. Moreover, | imagine some of the words whialrjriy her time of school attendance, were
used to name students with exceptionalities: hapgied child, slow, backwards, and retarded
were common. In keeping with the American PsychiclgAssociation’s direction these
phrases have been replaced with students who lpaeegabneeds: person first, disability second;
however none of this benefited EdithAdding another layer of complexity to Edith’s 5és of
school were two alcoholic parents. Edith describexdelf and her siblings aeunned and
outcasts Because we live on a storied landscape, | imagdith’s stories of home found their

way to school. She spoke about her teachers,

*!During a research conversation (June, 21, 2011hwkegotiating this narrative account, Edith comredrihat the
labelling of children has not changed since sheavelsild. She made this comment when sharing & sfoschool
personnel and their attempts to label her child.
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| had some good ones; some cared about what wagihiag to you outside of school,

mostly though they didn’t care. Some wanted to kmdw | wasn't like my sister and

brothers who were in regular class. The teachadlih elementary school, she was good,;
she knew | could do the work if someone read it | had one friend and she read and
| said the answers and then we would write it doWogether we could do it, her reading
and my comprehension. They stereotyped us; we therehildren of that family.

(research conversation, November 2009).

Through all of her schooling Edith remembers fegfmustrated because she understood
what was asked of her, howevshg could not read®. She said, “I liked learning and school
was good because it was a place to go, but | aoatidinderstand why | wasn’t reading and the
teachers were not helping me to read” (researchersation, November 2009).

When Edith was asked to share stories of her libbd experiences she offered the
following.

Edith: Being in the special education class afi@cte more once | got to high school. In
high school there were regular classes and ther/@pecial classes. We were together in the
same building, often in the same classrooms, judifferent times. | remember waiting in the
hall for them to finish and then we would go in.edfay when we were waiting to enter, this girl
from the regular class walked up to me and slappedcross the face. | guess | had done
something to bug her, but | don’t know what it wlasas pretty good, | knew not to say
anything when they were coming out of classes ssipg us in the hallways. She just came up

to me and smacked me right across the face.

*2| decided to set this text apart by using bold, fbecause | believe it is a powerful comment.
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Sandra: Did you ever give it backR?

Edith: We would just say, “Why are you doing thi&¥eé couldn’t give it back because
we would get stepped on. It was okay for them e g to us, but not okay for us to give it back.
You couldn’t win because they were stronger thamweee. They had their friends and we had
ours. If  would have said something to that didy friends would have told me, | was nothing.
How dare you speak to her, you are nothing. Takatwbu are given and that’s it. Like on
Valentine’s Day, see how many Valentines you gotaur little pouch. (research conversation,
November 2010)

At the age of 15, Edith made the decision to ldefegrandparents and return to her
mother's home. When asked about this decisionlatioa to some of the remarks inscribed on
her final high school report card which makes m@fiee to an increasing number of missed
classes, Edith offered the following:

Edith: | had younger brothers, Edward and Gretfarfhey were my brothers. | didn’t
have them, but they were my brothers; | lookedraftem. They were primary school age. | went
back home willingly to help. | guess it was becaug®mught it would be a responsibility | could
give them, something my mom never did. Why sholbésé children suffer because we have a
drunken mom who doesn’t care two shits about angowept herself? My grandparents didn’t

like me going, but | knew right from wrong.

*3| asked Edith this question because we are ctoagé, grew up in the same general area and atteetiools
governed by the same Education Act. | asked herhéstion because | often did the tormenting. &ttglfrom the
special education class joined us for gym, healthand music classes and | and some of my classmadre
merciless in the torment we inflicted. Moreover, el a gym teacher who laughed along with us.

>* While negotiating this narrative account duringgsearch conversation, (June, 2011), Edith comrdehge
because her reading skills were so low, the orihgtshe could give her brothers was mothering anshe did. She
could not help them with their school work, but sfe¢ them up in the morning, fed them and got theschool.
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Sandra: | am wondering if the same concern whigstes when you were seven was still
present.

Edith: Most of the girls my age were pregnant ormed. | was responsible. | knew right
from wrong, my grandparents taught me that. | hgabal went to school. | kept the house. |
looked after my brothers. | took over the motheringnew they were not giving me the situation
at school to help me learn to read. | went to GiH@land got the certificate saying | completed
the program. The grades were not good, but whenlyome life isn’t good and they are not
doing anything which helps you learn to read, whas the point? The teachers said, “Her home
life is not good and there is no home help, so shyuld we help her, why should we care? No
one cares for her at home, why should we carefbWkit's no excuse for what | did. Maybe if |
did stay longer, | would have gotten smarfefresearch conversation, November 2010)

After High School

Edith was promoted from the 2-year program. Subseity) she worked at a number of
manual labour jobs. Following the example of soreen friends, Edith moved to a city in
western Canada. Here she met and married her hiidDaring the early years of her marriage,
she worked as a night cleaner at a University HabpAt one point, management, satisfied with
Edith’s work, approached her about taking on tlghinsupervisor position. When she was
asked, she told management of her difficulties wetding. Reading and writing were important
elements of the job because daily communicationmasdatory. The hospital worked on three
shifts and Edith had to report to a supervisorrsheer saw, therefore communication both ways

had to be written and read. During a conversatialith offered she could meet the demands for

5 While negotiating this narrative account, (researenversation June, 2011) Edith commented it leamh her
experience that she and her daughter had beeotyfeed. Edith told her daughter’s teachers sheleasing to
read and she believes in response to her honestystareotyped her child as one who would not léaread.
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communication by using a tape recorder allowingtbeeport and receive instructions. This
plan was accepted and Edith became a superviseevan, she resigned from this position after
a short while when she began to encounter jealfyaay colleagues who could read and who
had not been offered the job.

Edith never believed she would have a baby becsluseould not read. When she
realized she was pregnant, she knew she had tuo [Eais desire was made more compelling
because she was involved in a motor vehicular aotigthich put an immediate end to her
career as a manual labourer and set in motionraggunto chronic pain, which she continues to
endure today. As part of the medical treatmenbfalhg her accident, Edith was referred to a
psychologist for a psycho-educational workup. s tieport, which Edith shared with me, it was
noted that she was of average intelligence,

it must be stressed that since she had averadmt@ average performance in three of

the five subtests, that her potential abilities|uding the fact that she cannot read or

write would indicate average intellectual abilities. . The scores as suggested here
would certainly not have required such a dramatecsl education intervention during
her early years in Ontario. | suggest . . . sheinagpropriately placed. (consulting

psychologist report, May 1985)

Her family doctor suggested she attend adult iierdasses.

Edith is a Mother

When Edith’s daughter was born, she understoodvsisaesponsible for her child. She
shared an experience she had when her daughterdvbfartina was feeling unwell, so a friend
took them to a walk-in clinic. When the doctor exaed Martina, he sent them directly to the

hospital because he suspected meningitis. The doatohe hospital wanted to do a spinal tap;
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however this required Edith to sign a permissiamfavhich was dense with medical vocabulary
and a list of potential risks to the patient. Editiderstood her child was gravely ill. She was
overwhelmed by the idea of signing the consent foetause she understood if she signed it and
something went wrong, it would be her fault. Edi#tt with her friend, who read the form aloud
and attempted to explain it. Edith did not wansign the form; however, a decision had to be
made. In the end she signed it because she knewasheesponsible for her child and she did
not want her to suffer. Edith shared this storyimher of times over the course of the study
(research conversation, November 2009, January, 2ob@ 2011). Each time she shared it |
experienced a tiny portion of the angst and unceystahe described because it manifested itself
in the relational space between us. Because aklaeing problems, Edith understood there
would be times when she needed help parenting Marfior example, when she had questions
about her daughter’s health, she went to a megreatitioner and asked for help. When Martina
entered puberty, Edith sought out information tettheslp her daughter as she experienced
puberty. As | have come to know Edith, it has besnexperience that she continues to attend to
her daughter’s wellbeing and she continues to askdlp when she needs it.

Edith and Our Study

At the time our study began, Edith had been paadiong in weekly adult literacy
tutorials for 15 years. Over time as her litera@mgroved she was invited to tutor other adults
who wanted to improve their literacies. During 80rminute meetings, three times a week, we
came to know one another through the stories veelland shared, through the experiences of
our developing relationship. Our shared experieimaaded tensiott. In the following section,

| write about two tension-filled experiences whatose as we lived alongside one another. |

%6 Clandinin et al. (2006) described tension agtioments and places where .... stories to live ggmd up
against... others’ stories to live by” (p. 35).
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have selected these moments because they are sofpleomplex | mean to suggest the
stories were nested one within the other and witistitutional, cultural, familial and other
stories and plotlines. Furthermore, when we inglinto them we began to identify and
understand how other stories were shaping theaenkloreover, they were complex because
they developed through time (past, present anddltualso selected these stories because they
afforded opportunities to (Woolf, 192%examine assumptions and therefore represented
moments to learn and affordances to interrupt &ifti gories to live by (Connelly and
Clandinin, 1999).
Moments of Tension as Opportunities to Other Ways fokKnowing

We had been tutoring for two weeks when | spoké &idith and Bella about keeping a
journal. | hoped the journals would become a plabere they would work at getting their
thoughts down, a place where they would write gainezly. | also envisioned the journals as a
place where we could think about and discuss oiimgr From her earliest told stories of
school, and throughout 15 years of tutoring, Edilcribed the frustration she experienced
when she could not get her thoughts down on papeanted to initiate a process where we
could think about putting ideas down. When | spakeut journals, Edith regularly reminded me
of her inability to get her thoughts down and of fiastration. She was happy to talk to me and
she offered to speak into a tape recorder becdugssasd there was a big difference between
what she could say and what she could write. S$esaid spelling was very difficult for her and
sometimes she made so many mistakes, she coutdatbtvhat she had written (tutoring
sessions, November & December 2009). Neverthdlgsschased notebooks and stored them in

my backpack. | carried them around, waiting for iMh@erceived as an opportune moment to

" Woolf (1925) wrote “Habit and lethargy have dulleid palate . . . . to sting us wide awake andifixn a trance
which is not sleep but rather an intensificatiotifef—a basking, with every faculty alert.”
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introduce them. | waited for a day when both worhad not commented on any of the side
effects of their chronic illnesses. When the dayad, both women wanted to know precisely
what theyshouldwrite into the notebooks. | suggested they coulitevabout anything. This was
an insufficient answer. Edith needed details. ¢t that they could write about what they were
reading, about their day, and how they filled ey could ask me questions or comment on
anything. Both women said they would give it a trthen reached into my bag and took out the
notebooks and so began an out-of-class conversatiored curriculum (Aoki, 1993) with

Edith. Initially, my plan for the journals was asléws.

1. 1 hoped the journals would be a place where the @ooould write about their lives
and in so doing, practice getting their thoughtanlon paper.

2. l'would not write in the journals. | did not wawotdraw forward stories where the
women’s writing had been criticised or marked upeid pen.

3. I'would respond to the journals, however, | wouldtevletters. | imagined these
letters purposeful in that they would be a platfdram which | could cheer for the
women and a place to practice reading.

4. |told the women to write in pen. | also asked theshto look words up because I did
not want them slowing down to look words up oraket time erasing.

5. When rereading their work, the women should asind@dves: can | read and
understand what | have written? If they answeres] tfeen they ought to let the
writing stand.

Transcript from the day | introduced the journ&ecember, 2009.
Sandra: Today | am going to give you a pen andienpd. The purpose of the journal

is to provide you with a place to get your ideag/d@n paper. You can write
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anything you want in it. | don’t want you to write pencil first and then transfer it to
pen and | don’t want you to use a dictionary tcklap the correct spelling of words.
Also, I only want you to write in pen. Be guided daye thing; after you've written a
sentence, read it back, if it makes sense, |¢anmds
Edith: Can we look words up in the dictionary?
Sandra: No.
Edith: We can't look the words up? You're takingtak fun out of it.
Sandra: No | am not taking the fun out of it. Theus of this is writing, not spelling.
It's for your eyes only. If you choose to shargutill be privileged and honoured, but
it’s for you. This journal is a place to work attiygg your ideas, hopes, feelings or
whatever you want down on paper.
Edith: Do we have to write or can we print?
Sandra: It's your journal, you can choose to pointvrite>®
Edith: You know | am a perfectionist and | hatesthilike my things organized. |
can't do this journal. | tried before, other tutasked me to keep a journal, and it
never worked. It just worked to get me frustrated.
Sandra: Will you give it a try?
Edith: Yes.
Sandra: Thank you!

From Edith’s response | learned she had tried teewr a journal in the past at the

request of other tutors and in her words, “it naverked” but it did frustrate her. Later in the

%8 |t strikes me as ironic that | was insisting tharpals belonged to the women and | said they cdaldith them
as they wanted, however, | also mandated they osgspen and not look words up (research conversatime
2011).
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day (tutoring session, December 2009), | listewetthé recording of the tutoring session and

made the following field note:
Edith had what | experienced as a strong negad&etion to the journal request. When
she was describing her previous experiences wahailrnals, her voice got louder and |
pulled back from what | perceived as conflict. Noam remembering her sharing stories
of the frustration she experiences because shetgehher thoughts down on papet.
am also recalling her expressed desire to imprevditeracies. | am apprehensive
because | don’'t want to push my agenda as theesaagtect way to proceed with the
tutoring and | want to be respectful of the temptyraf her journal frustration and her
previous efforts. | am also mindful that her reawctis drawing forward my stories of
conflict and my desire to avoid it. Part of me vaitt let it go, however, | believe strong
writing literacies allows one to express who onand to imagine who one might
become. Moreover, | think writing is important basa it helps one to explain complex
issues, while preserving them so one can refle¢chem later. Finally, | think writing is
important because it helps one to develop and exter’s thinking and creativity. On
the one hand then is my desire to avoid the cdrdhd on the other hand, is my personal
practical knowledge which values generative, indepat writing. | will therefore,
gently advocate for the continuation of journaltimg. | hope | will be aided by Edith’s

desire to be a “good student”, one who always ceteplher homework.

%9 As we negotiated this text during a research cazation (June 2011), Edith shared a story of hestfation with
writing. Following a car accident she was involvegdiawyers told her to keep a daily journal of wiaeas
happening; particularly she was to document inimgithose things she could no longer do. Thereavggear
lapse between the accident and when a settlemenpavd out. During this time, Edith was instructedeep a
journal, something she simply could not do. Thiswary frustrating to Edith because she undersheoetase
would have been much stronger and the payout hiflebe had been able to document her disabilities.
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In the section which follows | include entries fraéfdith’s journal, parts of the response
letters | gave to her when | returned the joursialppets of discussion from our research
conversations and field notes | made.

“I stoped my jural (journal) at 11pm and read a@hDingoes at Dinnertime, chapters, 4

to 9. I was tird (tired). | felt happy went to bédvoke up with a nightmere (bad tream) at

1:49. | wanted to do sumthing else (book) so Itethto write in my jur (journal). | will

read for awhile to try to get back to sleep.” (Bditpersonal journal, December 2009)

This is precisely how the writing appeared. Edihld not tolerate having written a word
(in pen, at my insistence) she knew was wrong gheesaw it on the page. The words in
brackets were the words she looked up in the diatya She didn’t want to appear as if she
cheated therefore she explained how she proceeded.

The following day she wrote:

| had a very bad night. | got up with my dauthed #men she went to work. | went back

to bed before | went for my class. | was tellingd®} about my bream. | also told her

about the journal that | am writing that Sandraealsiks to do. She thought it was a very

good idela (idea). | told Rico that | did not likeewrite a journal. | was asked to write a

journal a couple of times before but it was vergdifar me. | fend it very frustrating for

me. But | thought | would give it a chance. Ricought | did well to try. | am very
happy | am going to the University for classesan tearn alot from Sandra. | get very
excide about our class. I tell everybody about thieind | am getting more cumful with

my spelling. (Edith’s journal, December 2009)

® Ricois a pseudonym for the adult literacy tutor which Edith met with weekly.
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When | read this entry, | was again reminded offhestration with the journal. Her
current frustration was linked to previous experesishe had when asked to keep a journal. |
considered the temporality of her frustration. Indered about others who had requested that she
keep a journal. | was concerned because accordiidith, she had never moved beyond
frustration. Reading this entry helped keep me &takhat frustration. Moreover, she had not
simply expressed her frustration in class and mdwnal; she had also shared it with Rico, her
adult literacy centre tutdt. This heightened my sensitivity to the issue anddtle me wonder
again about my decision to proceed with the jownais also important to note that at this point
in the study, we were not long into our relatiojoairney. | did not want my insistence with the
journals to be the reason Edith left the stffdlydid not know her well enough to know how hard
| might push. While | was concerned | might be poghoo hard, | also understood Edith was
happy to be coming to the university for tutorfiig.wondered about her happiness at coming
for tutoring alongside her frustration with thejpals. | hoped her happiness was greater than

her frustration.

®1 As we negotiated this narrative account, (June@@]) during a research conversation, Edith reneeeth
feeling shut down when | asked her to keep a jduEith said she would have preferred to do amglather than
journal writing. She remembered asking me for whelets instead of the journal writing task.

%2 One of the issues | struggled with as | prepacedry candidacy examination was the issue of angsiole
relationship with research participants. | wascwifident of my ability to stay the course; | wedil would behave
in ways which caused the relationship to fracture.

% As we negotiated this narrative account duringsearch conversation (June 13, 2011), Edith saidrtially
she had felt honoured that someone recognizedhevrtfo she is and for the hard work she has doimagoove her
literacies. She felt | was seeing her not as #sttatShe never thought she would ever do somethira university.
During the study, she was a university studentthizgdwas important because none of her siblings veetihe
university. She had never thought of going becathsedid not have enough education, even thouggrsiteiated
from a high school program. Edith commented thaidasked to come to the university for the studp the
biggest gift someone ever gave to her.
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In late December 2009 Edith wrote me a letter injtwernal.

To Sandra

When you asked us to write a journal | was hesiéout it. | that (thought) it was a

good idea at the time. But the more | worked onjdlienal | hated it. | found that |

couldn’t put my complete thoughts on paper. | cquud down simple details of what |

did but not my true feelings in my hart (heart)al mnade my frustrated with myself and

not being to use a dictionary and writing with aplewouold have rather done bookwork

then the journal. | evern stopped my personal repftir a while. That made me mad.

That is not like me, not to read at night. | didtde short stories you gave me and the

book, Trapped in the Ice. My touter and | sat dand wrote this letter to you because

she know how frustrated | was by doing the jourAald my vertigo did not help me,

either. (Edith’s journal, December 2009)

When | read this entry/letter | experienced theghtand intensity of Edith’s feelings
towards the journal: frustration and hatred. Héelealso reminded me that the journal was a
complex issue which was influencing the relatisdce between us. Writing in pen, not using
the dictionary, not being able to get her feelidga/n on paper, and negative influences on her
night time reading were not things | imagined whertroduced the journals and yet they were
nested within my request. | was also taken by élce she was sharing our tension with another
tutor. Knowing this made me think about the powefiedential which exists between researcher
and participant. | knew | was meant to be in “foe tong haul . . . working towards intimacy of
relationship” (Clandinin & Connelly, 2000, p. 78pwever Edith’s sharing our tension with her
other tutor reminded me our relationship was inrthést, in the making. Fortunately, | thought

about the list of research-related wonders | ralgibbrought with me to my weekly supervisory
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meeting with Jean and how in the space betweenalehme we wondered. This allowed me to
step back from my reaction to knowing Edith wasrsigaour relationship with others. Instead |
read the letter and Rico’s embedded comments geduipr the journal and more importantly
support for Edith. As my understanding of the cogmjiles nested within Edith’s desire to
expand her literacies deepened, | reflected or\fhiean proverb, it takes a village to raise a
child. I am not suggesting Edith is a child, raflibe more complex an issue, the better served
one is to have broad-based support. Edith’s lattewed me to know Rico as part of that
support, just as Jean was supporting me.
In response to Edith’s journal entry | wrote he tollowing letter®*
| wanted to speak a little bit about the frustnatymu experienced writing the journal. Let
me begin by saying if you are more comfortable gisirpencil please feel free to do so.
Moreover, if you would like to use a dictionaryaagfeel free to do so. The purpose of
the journal is to provide you with a space to wab®mut things that are happening,
guestions you have about tutoring, things you aredering about or anything at all you
choose to write about. There is no one way to lisgdurnal. It was not my purpose or
hope that the process would frustrate you andhfair itapologise. | hope you will
continue to write in your journal and share younking with me. Thank you for taking
the time to write me a letter to express your fiatgin with the journal. | am completely
confident that in the not too distant future youl weé more than able to take the thoughts

from your mind and from your speech and put themrdon paper in exactly the form

% Each time Edith handed me her journal, | kepvéraight and returned it to her with a letter. hie tetter |
reflected on things she had written and thingswréing brought to mind. Initially | imagined the$etters would
provide me with an opportunity to cheer for the veamin writing the first letter, this imagined poge was
present; however, over time and with guidance fdean, | understood it was so much more. It washa out-of-
classroom, private conversation. A place wherdlécted on what | was learning: our study, my téagtand my
increasing awareness of the importance of theioakldt Jean helped me to shift my understandinhefournals.
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you feel represents your ideas, creativity and im&tgn. (My response letter, January

2010)

| hoped the above letter would ease the tensiometier, entries from early January 2010
introduced new layers of complexity associated wh#hjournal writing.

In January, 2010 Edith wrote:

Dear Diary, | know it's been 3 weeks since my sy, but my thoughs are inportent to

write in my Journal. | know Sandra likes to readatvham about. | know | can write her

anything and she always will write it back to metdrted back at the university for my
classes. They mean a lot to me too go too the oladdon, Tues, Thurs. (Edith’s journal,

January 2010).

And she also wrote, “I wanted to say | like thedeSandra wrote to me. The letter ment
all to me. | know Sandra can understand my sayinggve to get more conference in myself. |
have to stop saiding that | cannot do thing andrtyywery best work. | can do it” (Edith’s
journal, January 2010).

Another day she wrote, “I have to try very harkeéep up with my journal. It is very
important for me to keep it up” (Edith’s journakruary 2010).

| hoped these entries represented a shift in howin Bdperienced the journals. | suspect |
was hopeful because | was experiencing Edith’drfatisn as a steady stream of tension which |
found worrisome. | could not, however, ignore thdith felt she had to write in the journal
every day and when she did not, she got upset.alloiwed me to wonder about what it might
be like to have thoughts and not be able to mogdhbughts from my body to the page. | also
thought deeply about the work teachers assign andshid work is experienced by students.

Increasingly, | was awakening to the complexitieparnal writing.
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In my slumber, in my arrogance and privilege | memgce imagined the journals would
draw so many stories forward. Many times it fedelthe journals held the potential to derail me,
our study, our relationship and the work we wermglol felt rattled, unsure of myself as a
teacher, as a woman, and as one who increasingly kdlith as friend. At this point | wanted to
pass on the journals. | did not want to continuepasticipation in an activity which was causing
Edith so much frustration and which was causingorexperience a steady stream of conflict. |
had a discussion with Jean and she spoke of theglsuas a conversation, something | had
never considered before. She suggested Edith veakisig with me through the journals and |
was speaking back in my response letters. Frarhmgpurnals this way allowed me to shift who
| was as | read and responded to Edith’s writingoWing the journal as a conversational space
allowed me to read Edith’s writing from a shiftealsgioning. No longer was | positioned as
tutor and researcher, | was also increasinglytusted friend. This allowed me to trust our
developing friendship and to read some of whatvatoée without feeling as if my personal
practical knowledge was under siefe.

In early February 2010 Edith introduced anotheefayf complexity with the journals.

| wanted to work on my journal so | could keep mgl aot fall behind again. | am

wondering if what | am writing in my journals is athSandra wants. | have more say but

can't put it on paper. (Edith’s journal, Februafipy®

% During a research conversation (June 20, 2011yeasegotiated this narrative account, Edith exggeher
understanding of how the journals shifted fromacker-student job to a conversation between friends
®During a research conversation (June 20, 201\yeasegotiated this narrative account, Edith spdiauna
tension she experienced with the journals as shempted to discern whether | wanted a factual re¢dier daily
events, which seemed like a task a teacher mighdfees student, or did | want her to write moreguerally about
her feelings. She felt the latter was more whatesad might write to another friend in a letter.ddese | had set
parameters, no pencil, no dictionary use, Edittialty felt she was writing from the position ouskent, however,
over time this line blurred as she began sharimde®dings. The more she did of this type of watithe easier it
got.
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It had not occurred to me to categorise Edith’snpalientries as writing | wanted and
writing | did not want. When | read the above entrywondered how my instructions might have
contributed to the frustration Edith was experiagciWhen | gave the instructions for what to
write in the journal, | was purposefully broad aradjue. | wanted the women to write about
those things which were meaningful to them. | cdased this entry through the lens of the
relational and | wondered if perhaps Edith wasifigcher way in our friendship as | was.

A few days later, during one of our tutoring sessi@February 2010) Edith was sharing
one of her journal entries. She read a piece abeuhings she was learning and how she was
able to share her learning when she was helpingdugghter and when she was tutoring other
students. When she finished reading, she saididWkconfidence is spelled wrong”.

| replied, “Remember Edith, the journal is not alBpg test. You read the word, it was
correct, the sentence made sense and the paragaapbutstanding. | really liked how you
wrote about sharing your learning with your daughted with the students you tutor. When |
was thinking about our study, it never occurrech®you might take your learning home and
help your child and other students. I find thatr&utbly exciting”.

Edith: Yeah | know, but it bugs me so much to sewn there on the page and know it
is wrong. Also, | know | have to get away from wgirike. | know there are so many other
words. | am confident with | like and | know howgpell | like. | know there are so many other
words in the dictionary. Now | have to get awaynfrasing the same words.

Sandra: It is exciting to hear you talk about yawiting in this way.

Edith: When | look in the dictionary, sometimesn &oking for other words. You know

they have other words in there that mean the same.
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Sandra: My concern is it slows the writing dowan not against the dictionary, it slows
you down. It interrupts your writingf

Edith: | know, | know we are trying to better oukss. So | will keep trying to write in
the journal. (tutoring session, February 2010).

This was the first time Edith spoke about considgeword choice. It was also the first
time she explained her repetitive use of the phtildee.” Moreover, it was the first time she
discussed her dictionary usage as not only a pl&ieze she checked her spelling but also a
place where she searched for synonyms. In thisaexgd) she moved away from a single themed
narrative which consistently storied frustratiom awriting under a single banner and began to
talk about how to make her writing better. This \@asgnificant shift in our journal-related
conversations.

Writing, the getting down of her thoughts on papas for Edith the most difficult
challenge she faced as she worked to improve teeadies. Up to this point, she repeatedly
expressed her frustrations and reminded me shalheatly tried journal writing and it had not
worked. She believed there were two elements eried with her writing. The first element is
her difficulty with spelling and the second is thevement of full, detailed thinking from her
mind to the paper. My journal writing instructioadded to Edith’s writing difficulties, making
them more complex. In the above exchange, how&kth openly pushed against my no
dictionary edict and simultaneously explained hetioas and thinking. She also acknowledged
her willingness to continue with the writing. | thght about her willingness to continue with her

journal writing through the relational space we @vereating and | understood we were in the

®"During a research conversation (June, 20, 2014)h Edmmented on the number of times teachers had
recommended, insisted, and encouraged her to diséi@nary and now here | was insisting she NOT iyyg@is
was therefore a tension. Edith said she did nethi&ing told not to use a dictionary because shiyiigkes them.
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midst of creating trust. Edith felt sufficiently mortable to push back against my journal
writing instructions, to make her feelings knownileltontinuing to move forward with her
journal writing. In our shared stories, includitng ttension filled moments, we were creating a
foundation of friendship. It was also the last tiEgith outwardly expressed her frustration with
the journal writing®®
This entry appeared a few days later.
| have to start and believe in myself that | cartrdowork and if | make a mistake it is
ok. I should fockes on the work | am doing now eatthan on the past. | feel if
something is bothering me | should confront thebfgm and get it solved. (January
2010)
In response to the above entry | wrote the follgnetter.
Edith, | wanted to tell you | was deeply moved hyatvyou shared the other day. Let me
explain. I know journal writing is difficult. Whahoved me so deeply was your
willingness to discuss it the following day andttizau had shifted the story from one
that had power over you to one you have power aMaien you said you have to remind
yourself, that was then and this is now, | was iséahby your courage and your
confidence and your willingness to tell a differstdry. Please know | am cheering for
you. Finally, | wanted to invite you to use thenoal to discuss anything. If something is
troubling in class, please feel free to write toabeut it” (response letter, January 2010).
As Edith and I continued our remarkable journalvarsation, | was not receiving any
writing from Bella. When asked about it, she wos#y that she would try; however, the journal

was not handed in. Every couple of days she obddfdéh handing in her journal and the

® Edith commented she reached a point where shegdmoy journal writing rules and focussed on gettier
thoughts and feelings done on paper (research ceati@n, June 20, 2011).



97

following day | handed it back. Some days | did hatve a chance to read the journal overnight
and therefore | would arrive to class unprepardubaiad it back. In early February, Edith
commented on this in her journal. She said, “I dblike it when | don’t have my journal”
(Edith’s journal, February 2010).

| apologised for my tardiness and suggested | @sela second journal so she would
always have something to write in. Edith was advketo this. At our next meeting, | handed her
the second journal, which she gratefully receigslla sat quietly and observed. A few days
later, during a research conversation | noted amncthift in Edith’'s comments about the journal
writing.

| got to the university and | did not see Bellatba bench. Then she came and I did her

card decR® with her. | was talking with her about the jourriaold her at first | did not

like doing the journal. | told her people askedtmeéo a journal and | did not do it. | told

Bella that | thought it was good for Sandra’s reskedo help her to know us better

(research conversation, March 2010).

When | listened to this research conversatiompkeeenced it as a movement away from
Edith being concerned with what | want to read ahdt | don’t want to read. | read it as Edith’s
increasing willingness to let herself be known, l@lioregrounding the relational. | also read it
as Edith wanting both her and Bella to do whakedsof them. Edith often spoke of her
longitudinal and meaningful relationships with tistoEdith also spoke about our study and how
it might help other women; she felt a responsipiiit do her best. When | listened to this
conversation, | understood Edith was attemptinguigport Bella on the path to journal writing.

In a response letter to Edith | wrote,

% The card deck was an ever-increasing pile of eecgrds with phonograms on them. Edith often heBlth to
practice her deck. The deck was purposeful inithvaas a tool to practice the sound symbol relaiop.
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| wanted to say it has been my repeated experig@te/our journal entries are
thoughtful and well written. It might be hard tot giedown, however, the efforts are well worth it
because your work is engaging to read and thinkiaf@tank you for sharing it with me and
thank you for staying with the writing. (Sandraéstér to Edith, March 2010)

| thought we had turned a page, however, the fofigventry reminded me once again of
the complexities of tension, identities, and positng. In early March, 2010 Edith wrote, “I have
to try very hard to keep up with my journal. Ivisry important for me to keep it up.” And a few
days later,

Another week begins, my daughter goes to work,lam going to the university again

and | enjoy it a lot. | am learning a lot and Ilfeery good. We had a very good time. |

learned a lot. | like to learn and | like the bae& are reading. The book is hard but it is
good to have a challenge for me. When | came howaked on my homework. | think |

did a very good job by myself. | was very proudwyfself that | did it on my own.

(Edith’s journal, March 2010)

When | read this entry | experienced Edith’s bgjlstories, in which she is protagonist, as
educative. At this point the stories revolve arotbuith. A few days later, however, there was
another shift as Edith took her relived storiesiotdg a broader world. Edith wrote: “I wrote a
letter to my doctor today. | wanted to get my thimiggon paper so if | forgot to tell the doctor
something, it would be on the paper.” (Edith’s joair April, 2010)

Reading this moved me deeply. | reflected uporstbges Edith told me about what it
meant to her to be a woman living in urban Canaita hteracies less than she desired.
Repeatedly she spoke about having to rely on rexegts at medical offices to fill out forms for

her. This was an ongoing issue because Edith wessmmnally referred to specialists and not all
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receptionists were kind when Edith requested Hstith writing the letter to her doctor, the
place where she was always reminded of her lintitexhcies, was significant. Edith was
confident; she knew she could get her concerns dowpaper.

The following day Edith and | had a research cosat®on and she said, “I wrote to the
doctor. | have to go to the doctor. | wrote down timyughts instead of trying to remember them
at the appointment.” (research conversation, Agall0)

And she also said:

| was always focusing on what | was in the pasivbat | couldn't do but now I'm

focussing on okay now | can do this. | am reallyogimg it, like | mean these classes

mean a lot to me. They fit me, | am so focused. MMheme home | have to get right
away to get my home work. It's so fresh in my mimeant to get my thoughts right down

right. (research conversation, April, 2010)

When Edith shared this | was struck by the final sentences. Her desire to get her
thoughts down on paper and at the same momennhshelés getting them down right or
correctly. | appreciated she was excited by thosydver, | wondered about the lingering idea
that thoughts can be written down in one correctghtt format.

When | asked her to speak about the journal slie sai

That's exciting for me. Like many times tutors hasgked me to do a journal. | would

start it but | would never finish it off. | wouldewer. | would do it a couple days and that

would be it. But for you, you read it and give meut on it and it’s really good to get
your input. I'm thinking you're not marking spellirmistakes and you're not writing in
red pen. You focus on what I'm writing down but yeunot getting into the nitty-gritty.

In your letters you tell me how you’re feeling abathat I've writing even if sometimes |
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can’t go back and reread my own writing. Well teathportant to me because | thought

I'd never be able to put my thoughts down and sarmeesse would be able to read it.

Does that make any sense?

Sandra: Yes it makes complete sense to me. | lookalrd to reading your journal

entries. Your thoughts give me so much to thinkualamd | am grateful for that.

Edith: What kinds of things do you think about?

Sandrali think about who | am as a teacher and as a frietiunk about my daughters

and what kind of parent | am and might be. | thatdout your life and how hard some of

it seems to me. | can’'t imagine feeling unwell $em. | often think about how
courageous you are. | am not sure | would havedheage to get up three times a week
and come to the university for classes. Can yduahbut that?

Edith: I can’t, | can’t, | can’t. | don’t know thwords to give you because | just like

coming here. | do my classes with the other tutersp and May and they give me and

help me but I find this, here with you and Bellanh in heaven. | am learning so much. |

tell people and | am in heaven. (research conversaipril 2010)

A few weeks later, in early May, | handed Editjgarnal back to her and I did not
include a response letter. | was reluctant to dtnewever, | had been feeling unwell for the
previous few days and | wanted to clear my deskEifith made no comment during tutoring;
however this was part of her May™Bntry, “l am going to stop writing in my journaté start
reading. | was surprised | did not get a lettemfi®andra. | look forward to reading the letters
Sandra gives to me when she returns my journatsriiled when | read this. It allowed me

another opportunity to know the importance of thlatronal and to experience another tension.
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Initially, we had planned to end the study atehd of April. As this date approached, we
each felt we wanted to continue. We sat down agatreged as a group. | told Edith and Bella |
would remain in town until the end of May and woblel happy to continue our work until then.
They both agreed they would like to continue anevealid. They also agreed they would
continue our research conversations in the fallmheturned for my final year. At Bella’s
request, during our last month of tutoring we walla¢ improving their computer literacies. We
wanted to continue our friendship through emairdught laptops to class and we set up email
accounts and worked at familiarizing them withieating their email and sending messages. |
had hoped Edith and | would shift our journal casagion to an email conversation. When | left
the city, | wrote to Edith every day, however oarrespondence quickly faltered. When |
returned to the city in the fall, | called Edithdaimvited her to come for a research conversation.
| was delighted at the prospect of seeing her amdered how she was and how she had been.

Over the phone she mentioned an unpleasant irtdideriving her daughter and a social
service agency. | invited her to bring the paperkwovolving the incident; | offered to help. She
came to my office with her daughter and she waarlgl@ipset. Edith’s daughter had applied for
and was accepted into a program to help her findl@gyment. On the second day of the training
she was told she could not participate. Edith wesepty troubled by what had transpired and she
came to ask if | would help her write a letter &n@djo over the papers she had received. | asked
her if she thought about writing the letter on &en and she replied as follows:

| would not have done the letter for my daughtengnown. | have the thoughts up here,

but putting it down on paper is hard. | still ndexdp with that, but this time | knew it had

to be done and | would not let it go. When it ined will feel better because | will have

accomplished something | know must be done to proby daughter. The writing barrier
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is still there but | have more confidence. | amngoio do this; | am not going to think
about writing the letter and then let it go. | aot pushing it to the side anymore. What
they did was wrong and | must respond. It is noatitcan’t do. It is what | can do,
sometimes with help. | am not going to say | cao'tt anymore. | have the skills and |
know | can do it. The barrier is like a hill. Igive myself a little boost, even if | get it
wrong, it is okay. | have people out there who surpme. It is not that | am on my own.
| have people to help me. | do have the brainschbol they told me | didn’t so | didn’t
know to use it.

Sandra: Edith, | imagine you were using “it”. Kesgiyour little brothers safe, keeping
your friends at school in a group and therefore.s&fhether or not the school recognized
and labelled it is smart; | know it and | know yaxe very smart. | think of all the things
you have taught me and | know you were able tdhdbliecause you are smart.

Edith: | can’t see what | taught you. | look aartd | think both Bella and | taught you to
be more patient. | think | taught you that but h'tgee anything else.

Sandra: If someone asked me about our study | wemsdaver quite differently from what
| hear you saying.

Edith: Okay | am asking you. What have you learinech me?

Sandra: | have been a student here for 3 and gdwal§. Throughout that time and in
particular the time | spent with you and Bellaavk learned so much about being
human, about being a woman that | didn’t know beftirsomeone asked who gained the
most, | would say | have. It has been my fortunealbise | learned so much about the
complexity of a woman'’s life, about how threadsdantities are present when | am

tutoring. They might not be immediately there ie thom at the moment, but |



103

understand they can be called forward and influgrasgtively or negatively what we are
doing together. You have taught me to be respeotfthlis. | was asleep to it. | think |
have learned to be a better listener. And the tthagshifted the most in terms of my
identity and this is the greatest gift; | am muebsl judgmental than | was a year ago. To
get all the way to 50 being very judgemental arahtim this year with you and Bella, |
know myself as less likely to judge and | thinkttisaas good as it gets. That is huge. |
was so quick to label, but you and Bella taughthmieto go there first. | think first about
the complexity of a life. When | think of you an@I& | see two remarkable women,
both with chronic iliness, who came to class al time. | am not sure | could do that.
Many of the journals have entries about you nadirigevell. And still you came.

Edith (in a whisper): | guess | taught you to lankside the box? You know Sandra it
took me 15 years to get to where | am reading:ess; If | would have done it at school,
| would not have to do what | am doing. | think Would have had your classes when |
was young or when | first started with adult litgyd would not have taken 15 years. You
taught us in a way that worked for me and Bellavdts a proper way for us and we
caught on fast. But like | said, you can’t go backu just go forward with what you

have now. It is always a struggle, when | am oatdland see a person with a reading
problem, | try to understand how they learn andlighem their way. Don’t force your
way on them, find out their way and teach it tivedry. It has to be their way if they are
going to learn. Otherwise they won't learn, it wilkt be frustration for them. If | knew
this back then, then | would not have to go throtighsorrows that | did. My life was a
big sorrow. If the teachers put this in their knogvback there and back then, | wouldn’t

feel so bad. | can’t change it. | am still thereah’t shift from those sorrows. My shifting
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is through reading books. My crying when | underdta book. My laughter when | read

and understand that is my happiness, my shift.

Sandra: Has that shifting resulted in your knowyogrself differently?

Edith (quietly crying): Yes, | know | can do it nowcan get the happiness out of a book,

just like another person can do. | can’t shift wiappened in the past but | can shift

what’s happening now. There is too much sorrow liaeke; | can’t change what's back
there now. | can only change what | have here. Ratuny daughter has. (research

conversation, September 2010)

When | listened to this conversation and lated i@ transcription | thought about
Lindemann Nelson (2001) who argued “identities badamaged and made incoherent or
painful in all kinds of ways . . . master narraiveause doxastic damage—the damage of
distorting and poisoning people’s self-conceptiofms106). Edith said she cannot shift the

sorrowful stories from her childhood. Stories whsihe was labelled child of alcoholic-

" During a research conversation (June 20, 201d)easegotiated this narrative account, Edith shasedstories
of recent experiences. The first involved her dedjth and her daughter had been outside with thagrwhen a
neighbour’s dog had come onto their property attémiEdith’s dog. In response to this incident, caléed the
police and verbally gave a detailed descriptiomwbéat transpired. The woman on the phone told Estithwould
have to come in and fill out a complaint form befan officer would visit the neighbour. Edith déised how she
felt when she heard she had to fill out a form. Sdid she felt like blinders had been pulled shdtant of her eyes
and she was terrified. She did not want the wornghihk she is stupid. She said when she getdahlsg she
knows she is not part of the community; she is skdrbecause she can't fill out the report. She woediabout
people like her, who struggle with literacies. Wtatthey do when they are confronted with situatiahere they
have to read or write on demand? Edith believesd&an leads people to inaction. A second stos/sthared
involved her desire to help a stranger and herilibatp do so because of a requirement to writditfE withessed a
vehicular accident and she was willing to reporatvhe had seen. When an officer approached hesitieshe had
to write it down. When she heard this she expegddribe familiar panic story and therefore had tiheviaw her
offer to help. She said she felt bad because di@/bd her observations would have gone a long twaelp the
driver of the bus. As we spoke about these isdtrith raised another concern. She spoke aboutit@rdf so
many years who recently stopped being a tutor hgéiferred to this woman as a friend and someoeestld
count on to help her navigate when she believediteeacies were insufficient. This woman and helphare no
longer available to Edith. Her tutor from anothdulaliteracy centre is currently attending to cdexpfamily
matters and Edith does not want to disturb her.g&8ked me to help with the complaint forms fordiogs and |
readily agreed. | made a comment about my pendépgrdure from the province and she said, “Sandré do
remind me.”
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dysfunctional parents and stories which named siéegaaning disabled, which in turn facilitated
her permanent placement into special educatiosetasdindemann Nelson argued the
connection between oppression and identity thréasisn what she referred to as master
narratives. The master narratives, she arguestrachghe identities which are required for the
system to continue. Edith’s early stories of home school accordingly marked her as
undesirable, less than, and in need of help. As#me time, these stories drew forward
responses from others on the school and familysieaqok, responses which served to restrict the
educative development of her identities.

| understand Edith’s description of her emotiasiponses to the books she reads and
her knowing she can read like other people asiiyeinfluencing stories which she has worked
to tell, retell, and relive in her efforts to shiiér stories to live by. When a local author, wgti
about individuals who overcome adiversity, askedrEabout including a chapter about her life,
Edith experienced this as a shift away from leas tnd a tiny, temporal step withire literate
community Moreover, engaging with characters in books agidgomoved to tears of sadness or
joy, Edith knows these things as the acts of aditeperson. So while Edith cannot undo the
sorrowful stories which damaged her identities, cdreand she has struggled to tell and live
other stories. Again | am reminded of the storytiEthld me of an early elementary teacher
insisting she stand at her desk at the front otthssroom and read aloud. Edith said the teacher
knew she could not read, however she insisted Ethifid up and read. Edith spoke about feeling
the laugher enter into her back and | imaginestiibing into her body a powerfully sorrowful
story which influenced and damaged her identittésen | introduced the idea of journal writing

and then insisted on compliance, | imagine | dreswérd Edith’s knowing from this sorrowful
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story. In some ways | was the teacher from elemmgsizhool, the one who demanded
compliance when she knew Edith was incapable.
A Second Tension

A second place where our stories to live by (Cdgr&IClandinin, 1995) bumped up and
came into tension was nested within our differequegiences with technology. | am a
comfortable and regular user of technology. Astartaf students with learning disabilities, | see
assistive technology as something that is usedci@ase, maintain, or improve physical ability
or academic performance. | was frustrated therddgrédith’s refusal to even consider it. She
repeatedly said she could not or would not makeofisechnology. Edith frequently reminded
me she hated speaking on the phone. | imaginef&red this story so | would understand her
refusal, however because this was the only stogyshlared, | had little data from which to
inquire into her felt tension as it related to tise of technology. As | was preparing to go home
for the December 2009 recess, | asked Edith almmitrnuing the tutoring using Skype; she
wanted absolutely nothing to do with it. | madesttequest in part because | wondered if her
keen desire to continue the tutoring and her plkeafsam it might mitigate her reluctance.

On another occasion | presented Edith with a sdigifal recorder because | wanted her
to listen to herself read, privately, so she caitdnd to the additional sounds and words she was
adding to the text. She refused. She did, howeftn, to use a tape recorder she had at home. |
was reluctant because | wanted to be able to #ahsf reading onto my laptop and include it as
field texts; | would be unable to do this if shed$er tape recorder. The digital recorder |
wanted to present to Edith had many more functibas what was required simply to record
herself reading. Each time | asked about the usecbhology, Edith bluntly refused. This

created an ongoing tension for me because heralefi#s interfering with the future stories |



107

was imagining, which had Edith as a fully engagser wf technology. Moreover, because she
refused to talk about her ongoing rejection of textbgy, | understood it as purposeful in that it
discarded technology as defective or useless. Reillingness to discuss it added to my
frustration.

When Edith read she frequently added words anddsowhich were not on the page. |
suspected she was doing this, in part to give Headditional time to work at reading a
particular word. We had spoken about this on a reroboccasions. | talked about how it was
interfering with fluency and how in part it was rkiaig her reading as less than fluent. On three
occasions | asked about the tape recorder anddegcshe refused.

One evening, as | sat listening to a tutoring sesaihen | had spoken about the recorder,
| made the following note. There has to be a wayetioEdith to use the digital recorder. What is
responsible for her repeated refusal (Sandra jbemtay into response to a tutoring session,
January 2010)? Over the next week, | listened taesearch conversations and | failed to hear
anything which might shed light on her refusalnélv she was capable and willing to operate a
tape recorder, her own. | thought about this. Alsreatangular device with six operational
buttons: stop, play, record, rewind, fast forwamag pause. | knew she had mastered this
because she offered to read onto her own tapedecadrhis intrigued me: why could Edith use
her own recorder and why would she not considémdas, albeit, digital recording device?

One day | sat down with the recorder and wondeowd flew instructions | could give
while still allowing Edith to record and playbackrhvoice. At the same time that | wanted Edith
to record herself reading, Bella wondered if theas some way | could record the sounds
produced by each of the phonemes in her card 8&hkn | asked why, she said that when she

got home and took out the deck to practice shedalne sometimes could not recall the sounds.
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Wanting to attend to both issues, | set out totereraightforward instructions which would
result in both women easily using the digital releos.

With instructions in hand, | introduced the recasden a day when both women were
present. In reflection, this was a good strategBella’s easy confidence at touching and
attempting to follow the instructions spilled oterEdith, who | suspect did not want to be left
out of the learning. | proceeded very slowly, leitthe women take the lead. | had two recorders
so each woman proceeded at her own pace and thiegddrack and forth from their own
recorder to the other. We spent approximately 3tubes working with the recorders until both
women were confident. We put the recorders ofhtodide and began tutoring. Just before class
ended, | asked the women to get the recorders askield them to record and playback their
voices; both women were able to do so. | was sdsrthey sat working on this job. When they
asked a question or verbalized what they were ddiregnained silent. This was purposeful
because | imagined them at home, attempting to wittkthe recorder and | knew | would not
be there to offer assistance; therefore they he @ble to operate it independently. The women
took the recorders home. On the next tutoring tath women had recorded their voices and
played them back. Bella was now eager to recoil@ aff me reading the phonemes aloud and
Edith wanted me to take the recorder to my office @ansfer her reading onto my laptop. No
comments were made about the recorder. From tlydbdaard, she made regular use of the
recorder as she worked to improve her reading fiyelnwas glad because | planned to ask the
women to take pictures to show me what it meariseawith limited literacies.

By the time | invited Edith to take photographs, &l been working together for nearly
5 months. | was feeling more confident about olati@nship. We worked through a significant

portion of the journal and digital recorder tensibfelt we trusted one another to work through
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any tension which might arise as a result of tlggtali camera. | was eager to participate in a
research conversation where Edith would sharetlbéographs and talk about what they meant
to her as a woman with literacies less than shieeidkes

| asked Edith if she would take a digital camerd take pictures of whatever she liked
and then talk to me about the pictures and how werg meaningful. | asked her if she would
show me, with the photographs, what it meant te \iith literacies less than what she desired. |
had purchased a small digital camera with a lavgelt screen interface. | had done a significant
amount of research before purchasing the camermubed wanted it to be as straightforward as
possible.

Mindful of Edith’s neo-luddite tendencies, | intiozked the camera on one of the days
Bella was absent. | did not want Edith to expergetansion which might result from the
presence of another. From her body language, Irstate Edith was reluctant; however, she did
not refuse. When I first put the camera on theetasthe pushed her chair back from the table. |
invited her to pick it up, which she did. Edith eeshared stories which might have given me an
understanding of why she was technology reluctahgr than saying she was not good with it
and she would not use it. As she had learned tagethe digital recorder, | was hopeful. | had
a plan with two points of consideration. One, paszghan uncomplicated camera with a large,
straightforward, touch screen interface and twognvpresenting the camera, let Edith handle it.
We began with practicing turning it on and off. ihee moved to picture taking. We proceeded
very slowly and we repeated steps over and ovenaBacause of our relationship history, |
knew one of Edith’s preferred learning strategies Wequent repetition. So we proceeded

slowly with Edith setting the pace. She took pietiof me, we viewed and deleted them,
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laughed, we turned it on and off many, many timetd €inally Edith said, “This camera is easy.
Where did you get it?” (tutoring session, April 12).

| experienced this question as an opening and dsedgain about picture taking and
she agreed and in so doing another relational patither conversation was opened. When Edith
returned the camera and spoke to me about whyah&aken each of the photographs, |
understood many of the stories she had previolslyesl with me in new ways. The stories were
more complex and often her positioning within ttaries shifted. Or perhaps | shifted in terms
of how | was positioning her.

While | was delighted to have the photographs arghge in research conversations
where she spoke about how each picture was meahihgbntinued to be at a loss because
Edith never shared stories which allowed me to deepy understanding of the tension she felt
around technology. | was eager to understand herde. | read Bateson (2004) who reminded
me to consider multiple points of view, includingndlicting ideas. | remembered Edith telling
me stories of school where teachers had demanaedicstomething they knew she could not:
read aloud in front of her classmates and writeds@n paper without any errors. As a result of
these experiences Edith said, she learned to dbiagyto avoid these moments. She spoke
about putting her head on the desk, suddenly mtinfgwell, going to the bathroom,
purposefully forgetting books at home, or at l¢aing the teacher the book was at home;
anything to avoid standing up and having them laaghher back. When she told me these
stories, | wondered about a teacher who knew a cloiild not read and still said teacher insist
Edith stand up to do so. | also considered my awrnes of school. In my high school gym class,
students from the occupational stream were intedraith us. We were merciless in our verbal

bullying of these students and the teacher laughmtgy with us. Remembering these stories and
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holding them alongside Edith’s stalwart refusatemthnology, | understood her refusal as a
coherent story (Crities, 1971) told to stop anystmity of her having her back laughed into, or
her experience turned into sorrow-filled storiesn@elly and Clandinin (1988) described this as
narrative unity. Edith’s refusal was a “meaningigg/account, an interpretation . . . . Narrative
unities emerge from our past, bring about certaattces in the present, and guide us toward
certain practices in our future” (pp. 74-75). | erstand Edith’s refusal as her way of avoiding
sorrow stories.

Edith agreed to take the camera. By late April 2@b@ had had the camera for a couple
of weeks. | asked if she would come and talk withabout the pictures she had taken. | began
by asking her about the camera and she repeate@dmmit was to operate and how much she
and her daughter had enjoyed having it. No othermgents or stories were shared about her use
of the camera. Increasingly | understood Edithsd feel in command of the technology in
her efforts to prevent a repeat visit to sorroediistories’ On the day Edith spoke to me about
the pictures she had taken, she shared the folgpstory, which deepened my understanding of
the tensions she experienced around technology.

In a way | do work there. | keep the adult liter@eyntre organized. | am the right hand

assistant to one of the coordinators. People knocanlget the work done, so they come

and ask me to do jobs and | do them. Even thoughall of this, | am not confident to

take a paying job. Like when | answer the phoneanldo that, but | hate to write down

"L Edith noted she did not want to be reminded oftbatys which had happened when she was a chidhatol or
as an adult attempting to make her way. For examspketold a story of wanting to get a driving pitrand her boss
told her she could not get one because she coulctad. Her response was to go and get one. Anstber she
shared happened when she visited an employmeneaifid met with an advisor. She told him of hedirgg
problems and he commented she should go back trevhe came from. Later that day, Edith was hised a
janitor. (research conversation, June 20, 2011)
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messages; | hate it. | can’t run a computer. 8tdl are confident in me. They say, “Ask

Edith, she knows how.” (research conversation, N2&y,0)

Clandinin and Connelly (1988) wrote about multiglery lines which influence a life.
Thinking about this | wondered how Edith was navedy connecting her early school stories
and the stories we were co-composing. | wonderedtdiiow these stories were influencing and
positioning her identities. From her early schdoligs, Edith had learned to story teachers,
students considered brighter than her, communitkers, technology, and school landscapes as
potential threats.

As Edith and | lived alongside one another and cased shared stories, she could not
abandon the temporality of her stories to livelbyinviting Edith to participate in the study, |
had invited her to enter into the midst of so msioyies (past, present, and future) and so many
lives. Therefore | began to think about her refisalse technology within the complexity of the
temporality (past, present, and future) of herieoto live by and | understood it as a coherent
story. Her told stories and our shared storiesttang that | could tutor through tension as long
as | continually knew our developing relationshgptlae most important element of the procéss.
Whether or not Edith learned to use a camera,itatirgcorder, or a computer was not the most
important issue. What was most important was tigomgy development of our relationship
because as it developed we learned to trust, reapdacare for one another. In so doing, we
understood there would be tension-filled momenis,stories would continue to bump up
(Clandinin et al., 2006) ; however, we would findys to navigate the tension because we

valued our relationship and wanted it to continue.

2 During a research conversation (June 29, 201hEdmmented had | not pushed her through theingtoshe
would have felt | had given up on her. Hearing Ediy this moves me deeply as | recall the redatasion |
experienced as | wondered if | was pushing too hardlif this would result in her leaving the study.
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Deepening Understandings of What it Means to Compesa Life With Literacies Less Than

One Desires: Edith Talks About the Pictures She Tdo
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It makes me happy when | am out and | can
read signs; before | had to ask. | am in the
opposite shoes now, | can read the signs to my
daughter and | do. | am Martin&*teacher.
When we are out, | show her things, | point
them out to her, | teach her so she can be

independent. She can do lots of things, if you

give her a chance and support her at the beginhkmpw what it is like to feel sheltered

because of limited literacies; the way you feelhmurself is not good. | do not want

these feelings for Martina. So when we are ouaitir® her, | show her things, | teach

her. (research conversation, May, 2010)

”* Martina is a pseudonym used to protect the idenfifgdith’s daughter.
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| was a little thing, like the house. Now |
am blossoming like the trees around the
house. My knowledge is getting so big

and not being able to read is getting

smaller and smaller and | am opening

up. And some people look at this picture

and don’t see the number thirty. It's like

they don’t see me because | can’t read

.-

and write. But | am opening up. Coming

here to the university for my classes and
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having you as my university teacher, |
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feel | am making growth. | feel myself

ol
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growing and at the same time | know

there are things which | am not
confident about, things that keep me from imagirioguld get a full time paying job. |
know | am growing and | know | am sharing my grogvimith Martina and this makes

me very happy and proud. From the day | found auaid pregnant | wanted to be a good
mother. | wanted to be all the things for my chidhich my mother never was. (research

conversation, May 2010)
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The Shoe Picture

When | learnedwas pregnant it

surprised me. | never imagined |

|

would have children; | didn’t think

)
|
|
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| was knowledgeable enough.

When my child came along, | knew

| had to always be one step ahead

of her. | realized | had very big

shoes to fill, like the shoes in the

l

picture. | wanted to be a good

parent to my child and | knew this

“““‘[}i

included being able to read. |
remember when Martina was in
early elementary, she went to school and told éecher not to send anything home
because her Mom could not read. It was hard fotaristen as the teacher told me this
story®. When Martina was a little older, she attendedtms| where there were
segregated classes depending on the children’sigeccacademic abilities; | took her
out of that school. All the way through, | had ight for my daughter and | continue to
fight for her. For example, | knew she needed lfreim a speech pathologist and | had to
fight to get the services. | became a regular veleinat school. A little later, the school

wanted to label my child, but | refused to accéptlabel. | knew my child and | knew

" Edith recalls experiencing hurt when she learneditivia had told the teacher of her struggles wétiding. Edith
felt it was her responsibility to tell the teach8he understood her child did not tell out of spitevertheless Edith
was hurt. (research conversation, July 2011)
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what she could do so | knew the label did notl fihallenged them and in the end they
changed it.

| tried to work within the system. Teachers kneeptlcould depend on me to help
out. When | was volunteering | saw many thingsytaof it reminded me of how | had
been treated when | was a child. When Martina westhool, my mother shoes felt
bigger. | was constantly trying to fill large motrshoes and struggling with my literacies
made it difficult. So when I look at these shoe®fidly, | see they are built out of
bricks. These bricks could be a wall, one of thésalahit up against when | tried to get
help for my daughter. Or the brick wall and thedeim the background could be all the
times | met people who told me a woman with a leayulisability could not be a good
mother.

Raising my child, | often had to ask for help whereeded to explain things to
her. When she entered puberty, | took her to aewisd helped me explain the changes.
| often asked for help because the shoes weregsdaithers with a learning disability
can raise a child, can help them with school. Nedrte label the child because of the

parenf>. (research conversation, May, 2010)

7| am thinking about Edith’s comments as | read kimé&nn Nelson’s (2001) ideas about the connectietveden
identity and oppression. She wrote, “ ... the “whod “how” stories of mothering all identify spicigroups of
people in ways that mark them as morally undesgrablin need of policing” (p. 150). | am wonderifghis is
what Edith was referring to when she said, “Motheith a learning disability can raise a child, ¢eatp them with
school. No need to label the child because of gremi” (research conversation, May, 2010).
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The Wall Mural

When | look carefully at this picture |
see all kinds of people, different people
with different abilities. Looking at them
you can't tell if they can read, write and
understand. | know some people are
ashamed to say they have troubles with
literacies. | think it is a bigger shame to
keep it to yourself because you are

always standing on the wrong side of

the learning fence. | don’t think people
should ever be ashamed of not learning to reasl nibt their fault. You know people who
can’'t read have to get low paying jobs, they camtk in offices. | want to use the
muscles in my brain because my body is no longengt | want to make something of
myself, make people proud of me. | don’t sit hohrgg out to the adult literacy centre
and offer to help people because they helped nmeust. Helping at the centre is a big
accomplishment for me. | won this computer andtprias part of the literacy award.
You know | don't like computers but | am so gladalve it for my daughter and my

husband also uses it. (research conversation, RH))
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Edith’s Dog

| took a picture of my dog because she
never judges me or tells me | can’'t do
something. My dogs constantly support
me by not leaving me and they never
make fun of me. So many times | had to

deal with rude people who were

verbally abusive because | struggle with

reading and writing. My dogs never, ever do thaeyraccept me no matter how | read
and write. They often bring me comfort after | esipece a difficult day because of my
issues with literacies. Struggling with reading arding is an invisible disability. Even
though people cannot see my learning disabilibftén feel isolated. There were times
when | took Martina on cross-country bus or trades and | talked with people.
Sometimes | would tell them of my struggles witikedacies and they always wondered
how I coped. | think my grandparents taught meulé@accomplish things; they
encouraged me and my sister. This has been vepjuhel

| also think the isolation | feel is one of theseas | have been involved for such
a long period of time with adult literacy centéfghen | go there | know | am surrounded
by people who struggle like I do. | feel safe whem there; | don’t have to wonder or
worry about someone hurting me or reminding meaofier times because of my
literacies. | am comfortable there. It is also @acpl where | can help others who are

beginning to learn to read. My dogs always offeraomfort, never judge me and don’t
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care about my literacies. They make a hard lif¢tla kasier. (research conversation,

May 2010)

Hummingbird Picture

You know when you look in
the mirror and see your reflection, |
know my face has not changed, but |
changed. When | look in the mirror |
look a lot smarter. | feel like this
hummingbird. The faster | beat my

wings, regardless of how long it

takes, | am learning. This fascinates

*x\

—— me because | know there are so many

\\_\_\\

my wings and beat them hard and beat them fasth Evean’t read everything | can

things | can do if | just choose to beat

still get a lot of meaning from a few words. Whezetv/go | try to read everything and
make meaning. (research conversation, May 2010)

As Edith and | sit at the computer and negotiatertarrative account | am
experiencing gratitude, hope and an impending sehless. | am grateful for our
friendship, | am hopeful that | will complete mysdertation and the impending sense of
loss is linked to the fact that in the not too anttfuture, | will leave from the city and in
so doing put a significant amount of physical dismbetween myself and Edith, a dear
friend. Not wanting to linger on the loss | turn @gention to Bella and her narrative

account, which follows.
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Chapter Five: Carefully Selecting the Format(s) tdRe-Present

Ely (2007) reminds me to be deeply thoughtful & tforms [I] use in [my] efforts to re-
present, evoke, and discuss what we have livedesnded in doing narrative research” (p. 568).
Moreover, she argues that | am “obliged to predenstories . . . in ways that cleave as closely
as possible to the essence of what and how thegdend in so doing] . . . clarify both the
process of research and the findings” (p. 569)thEse ends | have carefully created an
illustrative key to assist the reader when theeeteamporal shifts or shifts in field text type. The
icon represents the type of field text and thenlaftl leaning font, indicates a temporal shift.

Reader’s Key

Sandra’s journal

Sandra’s planning book

Research conversation franscript

Transcript from the tutoring classroom

NOW !

Wr‘\t‘\ng from (event dqte) vaniage point

Writing Edith and Bella’s narrative accounts | ureland “there is no telling it like it is,
for in the telling, there is making. The task idtjustice to the situation, and yet to recognize
that all stories . . . are fabrications—things nig@#sner, 1991, p. 191). And | also understand

that “the story | tell of the other is as much-maybore-a story of me” (Neumann, 1992, p. 24).
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Mindful of Eisner’s (1991) claim and of Kramp’s (40 argument that stories “make life
experiences meaningful” (p. 107), Reomposed Bella’s narrative account appreciatindifee
is neither tidy nor linear. Rather, her storiesiaterwoven, shaped and re-shaped over and over,
forward and backward by temporality, sociality,qgdaand her capacity and willingness to recall,
tell, and retell on any given day. This narratice@unt therefore moves forward and backward
in time and within, between and across field teg8ella told me stories of her life as it was,
and as we co-composed stories through 6 monthgarfrig and our follow-up research
conversations. The initial told stories serve &ate a starting point for understanding how
Bella’s identities were and are being shaped arshaped as she lives in a western Canadian,
urban centre with literacies less than she deslitesse told stories, our ongoing research
conversations, the field texts, and our co-compdised stories through the tutoring serve as the
basis for deepening understandings of identitiesstifting identities embedded within literacy
tutoring. This narrative account is a study of Ballife as she told it to me and of our co-
composed experiences as our lives unfolded. | stalel these two starting points as
complementary (Connelly & Clandinin, 2006). Thisaant then is purposeful in that it consists
of stories and the “interpretation and meaninggri@lly & Clandinin, 2006, p. 479) We
composed of them. Moreover, before beginning tloegss of negotiating this account, | made a
list of the scholarly references | cited in my effoto better understand Bella’s experiences and
our co-composed experiences. As we read, takimg typage by page, | stopped each time there

was a scholarly reference. | summarized the scadagument and how it helped me understand

® With this particular word usage, | have purpodgfsélected the pronoun ‘we’ because | understaadymwoices
are embedded within this text. Some of the voioekide Bella’'s, mine, Jean's, temporal voices, @sifrom the
literature and voices belonging to colleagues ftbenCRTED.

" This use of the pronoun ‘we’ also refers to maaiges which are embedded within this text.
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a particular story and then invited Bella to commémaddition, as we negotiated the account
Bella responded. | have therefore included foometkich encapsulate her response. | believe
the footnotes speak to the depth of Bella’'s engagenvith and understanding of the process of
negotiating her narrative account.

Methodologically, | made the decision to write therative account in a letter format. |
have done this for two reasons. First, it is mpeffo acknowledge and foreground the relational
(between persons, places, things and/or time) vettibeving for a co-composed dialogue.
Nodding’s (1992) perspective on the care one canglho dialogue also informs this
methodological decision. She wrote, “in the camnigntation we are more concerned with
connecting, feeling with, responding positivelyetxpressed needs, and understanding ourselves
well enough to be able to summon the attributeaoé evhen it is needed” (p. 13). Second, it
affords a re-presentation which | hope is “non-dmehnical and nonlinear but more a circle of

understanding” (Mickelson, 1995, p. 26).

Writing from a February 25, 2011 vantage point

My Dearest Bella,

Our first attempt at meeting was on November 12920walked over to our
prearranged meeting location and began looking feoman with a golden purse, just as you
had instructed me to do. | waited for 45 minuted Bnever saw a single golden purse. | worried
that | was in the wrong location or that somethiag happened to you. | returned to my office
and called you and | was happy and relieved whenpycked up on the first ring. From our
conversation, | realized that we were in two sejgdications. We made a second plan to meet.

Later that evening, | wrote the following entry.
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®

S
»:»;’!N'; Sandra’s journak November 12, 2009

It felt peculiar, somewhat foreign, o be wailing to meet a participant outside
the emergency entrance of the hospital | kept feeling | was waiting for an
accident, sickness or some sort of crisis as | waiched a steady stream of
ambulances unload their passengers. | wondered if this was an appropriate

place to arrange to meet.

Writing from February 25, 2011 vantage point

We met on two occasions to begin our research eeatiens and to get a sense of your
reading, writing, spelling, and comprehension lsvéVe did this on November 16 and 17, 2009.
Following these first two conversations, time pdsaed we shared many experiences. On
February 3, 2011, 7 months after we finished otaring, you came to my office and again we
spoke. Each time we met we co-composed experiemmkshared stories. | have spent and
continue to spend considerable time listening toresearch conversations and tutoring sessions,
reading field texts, and jotting notes in the masgdf the transcriptions and slowly and carefully
looking at and thinking about the artefacts youstiand those we created during the tutoring. |
have done this because Clandinin and Connelly (2@0ind me “the writing of field texts
shapes the experience [and] . . . are mostly vamaains of field experience” (p. 143).

As | listen, | am perturbed because in many ofttihé stories | hear the voices of
children brutally victimized as they endured ungated and unnecessary suffering. | understand
these endured hard stories shape and re-shapédietentwonder, therefore how these children
fared. Moreover, knowing the brutalization was catted by adults charged with the

responsibility of caring for the children, | expaice sharp anger. These told stories are also



124

difficult to experience because they call forwanthe of my early stories, or perhaps they
temporally shift me backwards into the midst of @med stories, and threads of my identities
which were and are influenced by narratives ofditobd dysfunction. | put the headset to my
ears tentatively because my body remembers. Yddistories seem to be trellises upon which
my memories creep forward. They come to me asgusétly, they come to me violently in my
dreams and they come to me as | walk from my otficeny wee flat. | try shaking my head in
an effort to extricate the images which are pougdity senses in full colour. | shake my entire
body viciously and they continue to creep forwangant to be home; | want to put myself in a
book. | want my childhood practice of being ableszape into a book to comfort me NOW. |
know | am leaking and there seems to be littlenl da. Later, much later, | wonder if there is a
way to forbid the temporal shifting because eactetit deposits me unceremoniously into
endured, violent, primordial dysfunction. Howevas,a narrative inquirer, | cannot offer an
accounting independent of time, therefore, | listad hope that Connelly and Clandinin (2006)
had it right when they wrote “the researcher maysisimilar experiences to those under study
with participants, empathy and close relationsihmay develop” (p. 482). | am hopeful for a sea

of empathy and close relationships to develop.

Reflecting Upon our Initial Research ConversationgNovember 16 and 17, 2010)

Writing from a February 26, 2011 vantage point
At the time of our initial research conversationsas instructing an undergraduate
course. Reading the transcripts and listeningealtbital recordings from these 2 days | hear
myself sharing stories from my teaching and | hy@ar asking questions about pencil grip, letter

formation and near and far point copying. You comted as follows:
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Research conversation transcript. November 16, 2009
“Well Sandra, do teachers even think about these things? | dont think they do.

Some of the things you are telling me would be good 1o tell kids, but | don't

think they do.”

V;”}; Sandra’s Journat. November 17, 2009

Bella asked insightful questions and offered her own ideas. Her questions
seemed to loop back to what she believes teachers should be doing in
classrooms versus what she knows them to be doing, | wonder about the
temporalily and socialily of this comment.

When | asked you to share any memories of leartmimgad, you said,

fm,;_ b
ITi)

| have bad memories from Grade 2. We had this teacher and she was redally

Research conversation transcript. November 17, 2009

strick. If you made a mistake, she had a ruler and she would smack your
fingers. When you were writing something, she would stand over you and stare.
If she saw you had written one word wrong, she would take the ruler and hit
your hand There was this one student, he was ke a trouble maker, but not
really a trouble maker. He had that spirit about him. One day the teacher hit a
girl really hard and he came up to her, grabbed the ruler and smacked her.

Then the principal came and the girl and the boy left the classroom and they
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never retumed o our class or the school That boy he always stuck up for

people; he wouldn't tolerate things that were wrong.

Writing from a February 27, 2011 vantage point: Incuiring into Bella’s Story
Over the months as we co-composed stories durgtutbring sessions and during our
research conversations, | returned to the abowvg, gtid on our second day of meeting. Mindful
of the three dimensional narrative inquiry spadegdan to visualize an identity thread which
seemed able to shift temporally and regardles®utiext as long as a perceived issue of injustice
was present. From this first told story and marheod you shared through our ongoing research
conversations, | understand doing thght thing matters to you. When the Grade 2 teacher
struck the girl and theot really a troublemakeboy struck her back, | understood you knew the
boy as having done the right thing in the facenpistice. | also understood this as an early story
which may have contributed to a plotline of knowstool as a place where teachers could not
be trusted to do the right thing, and as placesevteachers could, at will, hit a student.
Simultaneously holding the three commonplacesmoptaality, sociality, and place, | imagine
you as a young child attending school, a place e teacher could and would strike you if
you put a single word down on the page which sleenge incorrect. | wondered how this story
influenced the relational space between you and tgacher and between you and future
teachers, of which | am one. | also wondered hasvdtory influenced your developing
literacies’® How did you come to understand the purposes famgr with your teacher

standing close by, ready to strike you, the writdiiteover, how did the teacher’s presence

8 0n June 30, 2011 during a research conversatielfg Boted that to this day when writing or wheithw tutor
she remembers the teacher with the ruler and sheesshe might mess up. Also she continues taigkténed by
this childhood experience. Moreover, Bella saidwhs so afraid in class that she learned to liv@lénce because
in those days a child dare not say anything baditadéeacher.
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influence what you were willing or able to put doam your page? Finally, | wondered how it
influenced your identities as a developing reader\ariter to have spent a school year in this
teacher’s class. From this story | imagine a cbaotron to a plotline where teachers are
unworthy of your trust or teachers are people téebeed, particularly when they are in close
proximity. Moreover, | understand this story mayéanfluenced your understanding of writing
such that the words you were willing to inscribetlb@ page were words you were confident
were correctly spelled. Furthermore, | understéuglds a story of fear containing two layers.
First, | understand it as a fear of writing andos®t; a fear of punishment from a ruler-ready
teacher.

As we tutored, we shared experiences, some of wdgemed to be influenced by
plotlines of distrust and fear. At the outset, kwet awake to this. The following section knits
together a narrative from carefully selected fielts: lesson plans, my journal, tutoring and
research conversations. It tells stories of youravivavelling. From Lugones, (1989) I
understand world travelling as an openness tavtheother people see us. Moreover, |
understand it as a willingness to look at thingsfrothers’ perspectives while attempting to see
oneself from another’s eyes and in so doing redfizee are multiple ways to be in the world.
Lugones called this way of being loving play; sim@ws it as a place where people experience
between worlds; a place where there are no fixEbruThis section also contains stories which |
came to understand as affordance stories becagigeffiered opportunities to awake (Woolfe,
1925) from my arrogant self-perception (Frye, 1988h loving perception (Lugones, 1989).
Woolfe (1925) in her workThe Modern Essay, which was included in The ConfReamler,
wrote, “sting us wide awake and fix us in a tramtech is not sleep but rather an intensification

of life” (p.1). This is what your stories did forenBella, they woke me up to other stories, your
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stories. | had been as Frye (1983) noted aslesyyiarrogant self perception, such that | could
not, would not hear and experience others’ stdreesuse | had been unwilling to look beyond
my own interests. As our friendship grew and asereomposed stories to live by (Connelly
and Clandinin, 1999) | was able to think about wia@nted to be in the relational space
between us and increasingly and mindfully | brodghiing perception (Lugones, 1989) to our
developing friendship because | wanted to travebtar worlds in my efforts to understand what

it is to be you and what it is to be me, in youegy

Sandra’s planning book: December 1, 2009

“Remember, encourage Bella to use her hand when she is attempting to read

unfamiliar, polysyllabic words and when she is ar the board writing,”

SandraBella, use your hand. Use your hand to divide the word into syllables.

Tutoring Transcript. December 2, 2009

Bellq, give it a iry, one finger per sound. Okay, good Now blend the two first sounds.
Blend the sounds; make the first sound bump into the second. Good, that's correct,
well done Bella. Say the word, say it in syllables and show it to me on your hand, one
sound per finger.

Bella: extended

SandraOkay Bella, now read i, one syllable ar a time and use your hand.

Bella: ex-ten~did

SandraBella, how about your hand?
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=

=227 Sandra'’s journat December 2, 2009

Again today, | iried to get Bella to use her hand to help with decoding
polysyllabic words. She mostly refused. This is frusirating because when she does use
her hand, her spelling and reading are better; she is correct o the syllable. | keep
thinking if we can getl her to spell correctly to the syllable, the spell checker on the
computer will be most useful Bur this is pointless if she wont work at it consistently,

l; g

}2'&! Research conversation transcripts: February 8, 2010 & February 3,
2011

February 8, 2010

Bella | skl don' feel comfortable using my hands, or going like that. Thar part
really bugs me, you know?

Sandralf i really bothers you, dont do it

Bella Bur on the other hand it helps! Well to me, | feel ke I'm a retarded

person, lke you know ? | just — I'm the kind of person that doesn' ke, want to look

bad, I'm not saying that | want to loock smart, bur | don't want to look stupid either.
Using my hands | feel ke i, | feel ke it feels stupid or retarded, just it makes me feel
so uncomfortable, and if's ke, and if's like sticking me in a room with a bunch of ten
men that are just ke gross, and | just feel so uncomfortable so | just want o get out
of there, right?
February 3, 2010
Bella: You know Sandra when | first went there, to tutoring, | have o admit, |

was angry, | was pissed. | feli you were treating me like a retarded person with all the
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stuff you made me do with my hands. | fek lke a retarded. The more you pushed, the
madder | was. | iried to leave bur | thought about you pushing so hard. | thought if she
can push that hard and she is that smart, she must really believe | can do it If she can
believe in me and she can see something in me, then | have to believe that | can do
it if | am just pushed hard enough because | knew you cared about me. The more

you pushed the more | believed in me and the more | knew | could do ir.”?

Writing from a February 28, 2011 vantage point

Looking Back: Bella Re-stories our Shared Experienes

Over time | understood that your distrust towaeschers was influenced by your
experiences upon school landscapes as a studef#tands parent and grandparent. When |
repeatedly asked you to use your hands you unaer$ihas as a continuation of a distrust
plotline®®, a plotline you were prepared and ready to pusinagwhen you perceived it as unjust
for me to insist on a behaviour which left you fegldeeply uncomfortable.

As | tutored you, there were many moments whendemmay personal practical

knowledge visible by asking and insisting that yse your hand to decode and spell. These

¥ Bella commented that whenever | asked her to eséands to help with spelling or decoding shesiét knew,
for the very first time, that she had a learninglgdem and this made her feel very low and acutatomfortable.
She also spoke about how she knew using her hattisdhlogical relationship to how smart she is, évosv, she
repeatedly made this connection. Thinking abowt tide her wonder why she got so upset. She cattthat by
using her hands she was showing Edith and me ltleatvas not smart because all her limitations wisrarky
visible and she could not hide; she was standiagethaked. Bella also noted that in the midst e$¢hexperiences
she also felt capable because | pushed hard arfélshéelieved in her abilities to improve. Sheperienced the
pushing as an enormous vote of confidence in hiéitieh (research conversation, June 30, 2011).

% Clandinin et al. (2006) wrote about how an embogieson interacts with the social which they détias “...
the social, cultural, [and] institutional narratiV€p. 1). Lindeman (2001) described master nareatas “the stories
found lying about in our culture that serve as sames of socially shared understandings” (p.6). &woer, she
said, master narratives are “stock plots and rgaddognizable character types” that are used ‘d&as sense of
our experience [and] . . .to justify what we do’d)p Plotlines then shape and shift lives. | unerd plotlines
through these two lenses simultaneously.
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were moments when my stories of multi-sensoryditgrtutor intersected with your stories of
school and teachers; tension ensued. Your earlgreeqqres of school made it a place where
teachers could behave in unjust ways and studextsohendure it. My insistence that you use
your hand shifted you temporally and contextuallattime and place where teachers were
unworthy of your trust. In that moment, | was yoegicher, therefore untrustworthy. In reaction
you did theright thing, you pushed back against the perceived injustiderefused to use your
hand for more than an instant of compliance. | ustded therefore, in this moment of tension,
our stories were being shaped by temporality, cangand embodied plotlines. As we reacted to
the tension, you as defender of justice and menawing tutor, the relational space was flooded
by reactionary, right or wrong ways of knowing. &swdetermined to have you use your hand.
Therefore, | put my experience in the foregrourstopped being awake to the importance of the
relational and |
could not identify with . . . [you], | could notsenyself in . . . [you], | could not
welcome . . . [your] world. | saw myself as separfabm . . . [you], a different sort of
being, not quite of the same species. This separatiis lack of love, | saw, and | think
that | saw correctly as a lack in myself (not dtfaout a lack). | also see that if this was a
lack of love, love cannot be what | was taught. & tnas to be rethought, made anew.
(Lugones, 1987, pp. 6-7)
Because | continued to insist you use your handegalarly came into this tension and
therefore leaving the tutoring and the study becameption for you. And yet this did not

happen.
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One of your ‘narrative threatfs (Clandinin and Connelly, 2000) is a distrust ohsol
and teachers. However, over time you were able¢casd know me, as someone other than one
to be resisted and one unworthy of your trust. &s thought about how hard | was pushing and
how you understood this pushing, you retold theystach that you knew yourself as capable
and you knew me as deserving of your trust. Béllmderstand that your retold story affirms my
knowing of you as a talented, capable woman whdbasured me by trusting me. | also
understand it as an affordance, an opportunitiiittkthard about what Frye (1983) referred to as
arrogant self perceptions. In my failure to idgntifith you, in you coming to trust me, and in
turn in my consideration of loving you | understdrain deeply affected by the time we spent
together because | am learning to think deeply tatvbio | am in the relational space. Moreover,

| am learning to think about my inclination towajddgement.

As part of our research conversation on Februa®d20 | asked again about stories of

learning to read.

"

Well Sandra | was sick, | was mostly sick all the time. So | missed school

Research conversation franscript: February 92010

because of i, | had problems with my kidneys. | lived in a small town and they
had 1o take me 1o the cily for the operation. | remember | missed a ot of
school And when | went back to school they didnt do anything to help me
caich up. They were the type of school that just passed you on to the next

grade. They should have helped but they didnt. Then we left the small town and

# Clandinin and Connelly (2000) described narrativeads as ways of knowing which runs through ssorie
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moved to the city where | was redlly shy and quiet and everything was so
different. My identical twin, she did all the talking, | was the quiet one. They didnt
do a lot of helping at that school either. The other thing Sandra, my mother
kept me home a lot. My mom made me get the other kids up and out so |
missed a lot of days of school She didnt want me to go to school She wanted
me 1o take care of everybody. When we moved to the big city it got even
worse, she couldnt cope. One time | met a counsellor and | told her about
begging my mom to let me go 1o school She was great with me. First she
talkked with the teachers and explained and then they stopped bugging me.
Then she went and spoke with my parents and it was better. My parents thought
| was strange because | iked school and | redlly wanted to go. My older
brothers had all left school | would go home every day with a tall pile of
books. They laughed at me and said | must be adopted because | was the only

one who liked school, wanted o go and do my homework

Writing from a March 1, 2011 vantage point

As time passed and as we continued to share stbdase to understand how frequent
school absences alongside a keen desire to ghdolsevhich was an unfamiliar story for your
parents and siblings, influenced your stories. Yarsire to go to school, being ill and your mom
wanting you home to care for your siblings eachugriced the stories you learned to live and
tell as you navigated school and in your effortdéwelop literacies. As | listened to you tell
stories of wanting to go to school, of being sioki gour mom insisting you stay home and care
for your family, | hear how upset it made you tokegpt away from school. Moreover, |

understand how school absences influence whatdlehrns, teachers’ expectations of a child’s
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learning capacities and sometimes their willingriesggach a child. Lamdin (1996) linked
irregular school attendance with diminished acadgrairformance. | wonder how different your
stories of school would be if you had gone to stleeery day. Moreover, your description of
both schools, the one in the small town and theyoeattended in the urban centre as schools
which “didn’t do a lot of helping” allowed me to eciate the disparity between what you
wanted from school and what you experienced. | Bm@membering one day, after our
tutoring was over, as we walked to the elevator said, “I was always worried about not
passing because | knew in my heart there was samgethiong. | was determined but | knew |
wasn’t getting it and | knew they wouldn’t reallglp me” (February 8, 2010). From this |
understand you knew school as a place where nohiédirengot it and where not all children
received the help they needed, and in your casatedalearly.

| am also thinking about a plotline of fear of wrg which was regularly influenced by
high rates of absenteeism. | am thinking aboutwlitisin the context of a child’s efforts to
improve her literacies. | am also thinking about efifprts to get you to keep a writing journal.
As we both know, journal writing was not somethyag took to or something you warmed up
to over time. When | asked you about the journal; seplied as follows.

(‘; o
5 ﬁ Research Conversation transcript: February 8, 2010
The thing with me is that | could write a lot of things in a journal The only thing
is that | would have a problem sharing it with someone. Maybe if | write, you
know, Dear Sandra, lke | am writing you a letter that would be different. | just

feel ke, you know, someone would be invading my journal, you know what |
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mean? You know when you have a journal and there is certain stuff. Sandra

as soon as | find my journal, cause | shll havent found i, and then | will ry it.

Writing from a March 14, 2011 vantage point

Looking at the artefacts from our study, | coumethjournal entries written by you.
Journal writing was a task | asked you and Editid@t home. | am also thinking about the
writing you did in class, when Edith and | weregaet. There was never a time when you
refused to write. On the contrary, from your quastiand efforts | understood a desire to do
your best work. So how do | understand your relumdawith journal writing, alongside
outstanding classroom writing efforts and alongsideknowing you drew forward from your
early school stories of writing? | am thinking dgegbout the conversations when you spoke
about being best able to read, write, and undedstdren you are calm. In particular, you
described teachers who never raised their voicesyered all your questions, and were very
kind. | continue to wonder about this perceiveaidipancy as | listen to the endured hard stories
you shared.

Bella, you told many stories of the abuse you amat ghildren endured. These stories
began early in your life and continue today. Insgketion which follows, | carefully selected
words and sentences from our research conversatienbterature, children’s books, and | have
added some of my thoughts in my effort to write @hehat we came to call your endured hard
stories. | have done this to share insights aboutand to share parts of myself to “level the field
of power relations between researcher and audidiidg’ 2007, p. 578). Moreover, it is my
effort to invite the reader, if only for a mometat,consider and experience some of the

complexities of your stories to live by and to wentiow they shaped and continue to shape
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your literacies. Bella | loathe these stories. Eade | read them or listen to them | experience

white, hot anger. It is difficult to live in a warlwhere children must endure hard stories.



Hard endured
Stories: Bella’s
Lﬂnﬂ/scﬂpes

e

My Dearest Bella,

We have known each other
for a year and half. For 6
months of this time frame,
December 2009 until June
2010, we met three times
per week for 90 minutes
for tutoring sessions. We
also met, and we continue
to meet, for research
conversations. As we
spoke, you shared what we
came to refer to aandured
hard stories stories which
you said make you feel

like a blind person because
they always catch you
unaware and cause you to
trip. When | laid the
transcripts from our
conversations down on a
table and read them, |
understood generational
temporality and
generational reverberations
(Young, 2003) which are
embedded in your hard
stories. In the section
which follows, | have
selected four stories from
the many endured hard

stories you shared with me.

| have selected these four
because | understand they
encapsulate and advance
generationally the hard
stories. Subsequently, |
inquired into each story. |
have continued with the
letter format because |
want you to know how
much your telling has
afforded me.

Haro endured
Stora # 1.

| was in foster care. | had
to be 5 or 6 years old. The
younger ones they put us
in. The older ones got to
stay with my dad. My
mom was in the hospital
and my twin was also in

there, she had tuberculosis.

My dad had to work and he
couldn’t take care of us. So
| went to a foster family
and he came and picked
me up on the weekends.
There were three of us in
foster homes, but we were
not together. My dad came
to get me and he seen me
on the step all beaten up.
My eyes were puffed shut,

| couldn’t see for sure if it
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was him. | was all bruised
and | was burnt. He came
through the gate and
picked me up and rushed
me to the hospital and then
he went to child welfare.
He was mad, yelling and
screaming. | remember
being in the hospital and |
could hear them talking.
When my mom came from
her floor to visit, | could
hear nurses telling her, |
had not woken up. | heard
her talking to the doctor.
He told her they were
going to send me to a
different hospital because |
was not coming out of it
and there was nothing
more they could do. | had
my eyes open and | could
hear them but | could not
speak or move. | could
hear my mom talking to
me to, “ Bella, .” But | just
lay there staring at the
ceiling. (research
conversation transcript,
November 17, 2009)

Inquiring into Hard
Endured Story #1

My Dearest Bella,

Today | am reading field
texts from the first day you
shared this story with me.
From the recording of the
conversation, | hear my



silence as | shift from

confident tutor/researcher
to tenuous otherness.
Bateson (2000) described
otherness as “that which is
different, alien mysterious”
(p- 5). I wondered then and
| continue to wonder now
if | am capable of bearing
witness to your stories and
what does it, this act of
bearing witness, require of
me? Coles (1989) when
writing about the

importance of stories knew
them in part as a way to
“...help understand the
palpable pain and suffering
of another human being”
(p. 8). In my listening | am

also mindful of Dewey

(1938) when he wrote, “
every experience is a
moving force. Its value can
be judged only on the
ground of what it moves
toward and into (p. 38). |
wonder how you will value

my listening. Do | possess
what Dewy described as *
sympathetic understanding
of individuals as

individuals which gives

[me]... an idea of what is
actually going on in the
minds of those who are
learning” (p. 39).

| also wonder how you
negotiated your life
curriculum in moments
when you, a dependent and
helpless child, was abused.
As you were beaten, how
did your life stories meet
with the lives of your
abusers? And how did you

thread these experiences
into new tellings of who

you were and who you
imagined  you might

become. Schiffrin (2002)

suggested “the massive
loss of significant and

familiar ‘others’ not only

disrupts one’s former sense
of normal social

relationships and the moral
order in which they are

supposed to reside; it also
threatens one’s sense of
self as an integrated and
continuous  entity”  (p.

310). It seems the foster
care you experienced
forced you to endure
curriculum making which

was absolutely not in your
best interests. | wonder
what  the continuing

influence of this trauma is
and specifically | wonder

how it influences your

identity making.

Recently | read a book,
The Boy on the Beach:
Building Community

Through Play (2010), by

American early years
educator, Vivien Gussin
Paley. In chapter one, she
describes a scene she
observed while at the
beach; a 5-year-old played,

building structures and
engaging with self-
generated narratives. In

response to his play she
wrote, “‘he seems to
announce to himself: I,
Ely, represented by the
letter E, am someone with
ideas; | am someone who
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turns ideas into actions,
and actions into new ideas.
Furthermore, | am intended
to have my own ideas.
That is why | play as | do,
to show myself what my
ideas are” (p. 8).

Reading Paley’'s (2010)
comment and appreciating
it as a way of knowing |

hope young children will

experience, | wonder how
you attended to such play,
when you were forced to
endure abuse. Furthermore
Bella, what stories did you

write into your embodied

knowing and how did this

knowing  shape  your

identities?

It is my sincere hope that
when you told me this hard
story, | did as Baylor &
Parnall (1997) suggested in
their children’s book,The
Other Way to Listen:

| never
listened

so hard

hard

inmy life . . ..
It seemed like
the most
natural

thing

in the world.



On the second day we met
(November 17, 2009), you
told me a story which drew
your early experiences of
abuse forward such that
they reverberated into the
lives of your children. You
then referred to it on other
occasions. And each time
you told this story, |
wondered about something
| read by Schiffrin (2002)
“all life stories are situated
in a complex interaction
between past and present:
although ostensibly about
the past, they are firmly
located in the public world
of the present. Knowledge
accrued from numerous
‘pasts’ and continuing
‘presents’ creates complex,
nonlinear relationships
between what we think of
as ‘past’ and what we view
as ‘present, and these
relationships intrude on the
linear  chronology  of
‘events’ that we might
assume to actually underlie
a life story” (p. 315). | also
continue to wonder how
best to listen as you shared
these hard stories.

In this next section, we co-
composed the field text as
| have included words you
shared. | understand this
story became part of a
generational plotline of
abuse and it shaped and re-
shaped your identities. |
was asking about naming

yourself and knowing
yourself as a ‘mother
bear’, when it came to

standing up for your
children and you replied as
follows.

mv [ tiple

Hard Endured
s’corg #2.

It is because of the guilt, |
have so much guilt because
| married a man, | fell in
love with a man who hurt
the kids in the worst
possible way and | had to
make it up to them. My
husband hurt the kids, he
molested them. At the time
| wanted to get a job; so |
worked when my husband
was watching them. One
day | came home and the
kids were bruised. | told
him if he was going to
leave marks, | would take
the kids and leave. So we
separated and | took the
kids to another province
and one of the kids there
tried to molest my son, but
my sister caught it. | came
back home and | was
telling my husband and he
said, “Do you think I did
that?” | said, “What do you
mean?” | never thought it
would be him. Why would
he even say a thing like
that? So | phoned sexual
assault and told them what
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he said and everything
else. They told me to keep
him away from the kids,
away from the house. They
said they would send
someone to question my
son. She came and spoke
with my son and he said,
“The dragon bit me on the
penis.” We went for a walk
and | asked him, “Who is
the dragon?” and he
replied, “Mom, | don’t
want you to get hurt and |
don’t want you to get
mad.”

| assured him | would not
and he said, “It was Dad.”
Right there my whole
world just broke. Then he
came to the door, I told my
son, “I'm going out and

I’'m going to lock the door.
Don’t open it until | tell

you to.” | went outside and
told my husband he could
not see the kids. He
threatened to take the kids
and | told him there was an
investigation going on. He
said he would get a nanny
to care for the kids because
he was going to get
custody. | told him this
would happen over my
dead body. The worker
told me to take the kids to
therapy. They used these
dolls and they found out he
was doing it with my



daughter when she was a
baby. So | had to take her
to the hospital. The doctor
told me there was vaginal
tearing. (research
conversation, November,
17, 2009)

On this same day, | asked
if your ex-husband had
been prosecuted and you
answered,

“No because the kids were
too young, my son was too
young. At the time it
happened the law said that
on the day of the trial, the
victim had to be in the
room with the person who
did it. It also said that if the
victim was a child, then
another person, an adult
had to say that he had been
there and he had seen it
happen. But what | did, |
got my sister to help me
and we wrote a letter to all
the judges, the people in
parliament, the police
chiefs, and all the people
involved with protecting
children. | wrote 278
letters. | had someone
write the letter for me. |
told them what | wanted to
say and they wrote it out
for me. Then sexual assault
helped me photocopy and
to pay for stamps and
letters. | got the law
changed, so the child could
be in the courtroom with a
screen. So the child would
talk behind a screen so he

didn’t have to see the
person who did it. |
remember the day the
judge told me my ex-
husband could not be
charged. He said he was
very sorry. | told him not
to tell me, | told him to tell
my son. He should tell my
son, he can’t charge his
father for hurting him
(research conversation:
November 17, 2009)

Inquiring into Hard
Endured Story #2 March,
2011

My Dearest Bella,

| am thinking about stories
as nested (Clandinin et al,
2006) as | listen to and
then write down your
story. | am also thinking
about the compounding
influences of numerous,
mis-educative experiences
from multiple landscapes
and across time and
generationsSchiffrin
(2002) wrote;living
through catastrophic events
... changes one’s life in
multiple and complex
ways” (p. 310). How did
these generational stories
shape your identities and
the identities of your
children? How did you and
then your children learn to
live in a world where
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abuse was endured? |
imagine when one of your
children was abused, you
drew forward your
embodied knowing to do
the right thing in the face
of injustice. In so doing
you created narrative
coherence (Carr, 1986);
your mother bear identity
story was on familiar
ground, therefore you were
able to make sense of
another hard story. When
telling these hard stories,
you named yourself as
mother bear, one who
would fight for her
children. And when you
called the sexual assault
centre, | imagine you did
So because at other times
you had been in relation
with them. Therefore you
had some knowing of their
rhythms and
responsibilities. These
experiences then fit within
your and later your
children’s hard stories.

And again | find myself
wondering who | am and
who | might be as you tell
these hard stories. | am
also thinking deeply about
the abuse(s) which one
human forces on another. |
am also wondering about a
community and society
which tolerates the abuse



of women and children. In
a 2008 report entitled
Canadian Incidence Study
of Reported Child Abuse
and Neglectit was noted
that 235,842 maltreatment
investigations occurred in
Canada and 36% of those,
or 85,440, were
substantiated. Of the
substantiated cases, 3% or
2,607 involved sexual
abuse. Moreover, it was
noted the children who
suffered maltreatment
experienced academic
difficulties 23% of the
time.

When | read children’s
author, Charlotte
Zolotow’s picture book,
When the Wind Stops
(1997), | thought about
societal stories which often
have an unchallenged
privilege of perpetuation.

“Nothing ends.”

“Nothing?” the little boy
asked.

“Nothing,” his mother
said. “It begins in another
place and or in a different

way.” (p. 7)

“It really does go on and
on,” he said.

“Nothing ends.”(p. 27).

(Zolotow, 1997 When the
Wind Stopps

| appreciate Zolotow
(1997) was not referring to
abuse, however, |
understand this quote
within the context of the
ongoing abuse you and
your children endured.
Moreover, | understand it
within the context of the
shaping and influences the
abuse had and has on the
stories you tell and retell.

| want you to know Bella, |
now understand our
relationship, including
these difficult stories you
shared with me, has
influenced my identities.
You and your stories have
taught me that “I am
incomplete and unreal
without other women. | am
profoundly dependent on
others without having to be
their subordinate [or their
superior]” (Lugones, 1987,
p. 280).

And children’s author
Carolyn Sollman (1994)
nudges me to consider “it
seems okay—but there’s a
lot wrong here—look
closely or you'll miss
something just like you
almost missed me!” (p. 4)
In you telling me these
endured hard stories and in
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our efforts to retell them
we have refused to miss
the hardness you endured
and continue to endure.
And | understand this is
significant.

During our February 8,
2010 research
conversation, you again
shared your worries about
the possibility this endured
story of abuse would
encapsulate another
generation.

Nattafie
AReVetberafions

Haro eEndured
storg #3

“I'm worried, 'cause she’s
moving in with my ex-
husband. You know, I'm
worried for my grandson.
And | have this on my
mind, if they had went and
moved right away, it, it
wouldn’t be so bad, but
it's, it's a long thing for me
to keep thinking about it.
My daughter tells me,
‘Mom I'll be careful, I will
watch him’, but right now,
she can't even take care of
herself in the sense of pain,
and going back to work,
right? Now she’s just, they



were really worried about
her, you know, committing
suicide, right? And stuff
like that. And she wants
help from her dad, her
dad’s gonna take care of
everything. The bills, the
rents, so she doesn’t have
to—'til she gets herself
back, and she’ll be seeing a
psychiatrist” (research
conversation, February 8,
2010).

Inquiring into Hard
Story # 3

And from this told story, |

hear your worry

encompassing the next
generation, your beloved
grandchild, who you

helped raise and who you
love dearly. | also hear
stories reverberating
through generations. At the
same moment | consider
Canadian societal stories
of child abuse and neglect.
In so doing, | understand
your generational endured
hard stories as collateral

damage  accepted by
Canadian society,
unwilling to sufficiently
invest in and protect

children. | also understand
your children as having
been more likely to be
abused because you were
abused. And now your

grandchildren are caught
within the plotline®

How do we interrupt a

generational story? Does
bearing witness help begin
the process of retelling; in
the listening have we co-
composed a story to keep
your grandchildren safe? |
suspect not, because | am
obliged to implicate

complex societal stories
which influence endured

hard stories and which are
resistant to changé&®

# Bella noted that when she was
16, she told her parents that she
did not want to have children
because she saw her siblings
hurt her parents and she saw
their pain. She did not want to
have children who would grow
up to hurt her. (research
conversation, July 5, 2011)

8 Bella noted that she has
consistently made a point of
speaking about the abuse with
her daughter in an effort to
prevent her grandson
experiencing abuse. She also
spoke about repeatedly telling
her grandson to avoid being
alone with his grandfather
(research conversation, July
2011).
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TempomL
Shifting

Hard Endured
storg #4

Bella, you recently came to
speak with me (February,
3, 2011) and you said,
“Yes it seems one hard
thing after another.
Sometimes | am really
down. | sit in my
apartment and have a good
cry. | try to see something
positive. | always try to see
the positive. Even when it
is really bad, | must find
something small, small that
is good.

| get frustrated and mad. |
get really angry because |
always ask myself, what
happened, what makes one
person really smart so they
can go to school and learn?
| see people go to school
and they get it and then
another person can't. It
was easy to blame school
and the teachers. But you
know, Sandra who chooses
that? | did not want to
believe it was me, because
that is a real hard thing to
look at.”



And | asked, “Did you ever
wonder, wait let me think,
during the tutoring, did

you feel you were getting
it?”

You replied, “Sandra for a
second | did. But it was not
enough time. When you
said, Bella, you got it, you
are doing really well. |
thought I am so normal, |
got it. I can walk and be
like other people. For that
second it just felt so good
(Bella is crying softly).
Then when you told us we
were reading at Grade 10 |
wanted to fall back on the
chair. But it was not
enough. When you think
about all the tripping, it is
too short. Six months we
tutored for, we needed 6
years, maybe. When | first
got in there it took a long
time to warm up. It felt
like we were just finally
getting to it and then we
finished.

But, Sandra what you gave
to me | can’t be bitter.
What you gave to me a
little bit of a light, I can do
it. If I can do it, why

should | be bitter? | was
angry at who gets to be
smart and who doesn't. |
am trying to figure out if
school decides who gets to

be smart oritis me. Itis a
puzzle of the unknown,
like why is the sky blue.”
(February 3, 2011)

Confiwovsl y
CompoSed ald
TeComposed

Bella Inquires into Hard
Story #4

“I felt like a breakthrough.
In my brain, oh my
goodness | can actually do
this, and at my age. And
then | felt more better
because you cared enough
to take someone my age
and don't give up hope.
Because when a person
gets my age they say,
okay, we don’t care
anymore. It feels like that.
If you are younger more
people care, there is still a
chance. When you get to a
certain age they say, it is
just going to be like this.
So when they give up on
me, it makes it even harder
(research conversation,
February 3, 2011).

Sandra Inquires into
Hard Story #4
Thank you for sharing this

story with me. When |
attempt to hold all of the
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endured hard stories you
shared with me | am
flooded with vivid images
of the kinds of damage
done and the resulting
influences on one’s
identities. Frye (1983) tells
of the brutalization females
endure when she described
how the abuser “puts
maximum force into the
process of alienating her
from herself through total
helplessness. The result is
a radical loss of self-
esteem, self respect and
any sense of capacity or
agency” (p. 63).

When | attempt to call to
mind images of women
untouched by abuse, |
understand greater
possibilities for
experiencing educative
stories (Dewey, 1938).
This in turn can support
the process of weaving
together counterstories to
“resist an oppressive
identity and attempts to
replace it with one that
commands respect”
(Nelson, 2001, p. 6). |
understand in part you
have your identities,
because of the generational
abuse you and yours have
endured. Moreover, |
understand this is the case
not solely because you



changed contexts, rather
because changes were
forced on you. So when
you say it is like being a
blind person who trips, |
understand it more as a
blind person who is
repeatedly and violently
pushed to the floor by
those wanting to
manipulate your
circumstances to serve
their needs. Their needs
were inconsistent with
your health; I understand
this as coercion. | also
understand your stories
within societal stories
where child abuse and
neglect are tolerated.

Bella, I know you as
clever, hard working,
funny, kind and caring. In
some ways | understand
you know yourself through
the perception of your
abusers’ oppressive
valuations of you. When
you shared stories of
knowing yourself as
capable, as having a
“breakthrough in your
brain,” | understand in
those moments you were
unwilling to accept less
than values of self and
more likely to exercise
your agency (Lindemann
Nelson, 2001).

| wish identity shifts
required a single
experience to shift. | know
this is not the case as it is
multiple stories over time,
little shifts, which allow
for the creative acts of
composing and
recomposing shifts in
identities. | understand
your willingness and your
desire to shift your
identities as courageous. |
also understand your
voluntary involvement
with our study as an act of
creating, what Friedman
(1992) referred to as a
community of choice. She
described them as
“contexts in which to
relocate and renegotiate
the various constituents of
our identities” (p. 95).

Moreover, when you
became a parent, you
experienced it “as a kind of
empowerment After

having been in a situation
where . . . [your] presence
as agent . . . [was] reduced
to nothing, . . . [you] now
had the opportunity to try
to act in support of “ (Frye,
1983, p. 63) your children
and so you came to know
yourself as a mother bear,
one who did everything to
support her children.
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Bella, | also wanted to tell
you some of the things |
have learned from you.
You have taught me that to
know another | must
“consult something other
than [my] will and interests
and fears and imagination.
[1] must look at the thing.
[1] must look and listen
and check and question”
(Frye, 1983, p. 75).
Moreover, you have taught
me to “know the
complexity of [you] as
something which will
forever present new things
to be known” (p. 76).
Understanding this, |
appreciate “the loving eye
seems generous to its
objects, though it means
neither to give nor to take,
for not being invaded, not
being coerced, not being
annexed must be feltin a
world such as ours as a
great gift” (Frye, 1983 pp.
75—76). And this great gift,
Bella, you offered each
time we met.
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Chapter Six: Stories Which Shaped and are My Identies

“Each word quivers, trembles and ejects severahinga, even before insertion into a
context” (Lichtenberg-Ettinger, 1994, p. 38) anadutycan’t put together a memoir without
cannibalizing your own life for parts. The work tesits on your memories. And it replaces them
(Dillard, 1987, p 156). Appreciating these quoted anderstanding that meaning often shifts
depending on context, | wonder how one selectsesttnrom what Kerby (1991) referred to as
“the cumulative horizontal structure of experientself’ (p. 21). In Jane Austen’s novéense
and Sensibility(1811), Colonel Christopher Brandon, speakingliodg, hints at this dilemma,
“but this will give you no idea—I must go fartheadk. You will find me a very awkward
narrator, Miss Dashwood; | hardly know where toibeg short account of myself, | believe,
will be necessary” (p. 80). It is the tensions le#nthe needo go back further, brevity, and the
fluid meaning of words which | encounter as | cosgthis section. Moreover, it is the ongoing
consideration of something Heilbrun (1997) wrotdh&walterations in her life a woman might
undertake upon turning fifty” (p. 1). This quandéngers because as Heilbrun suggested, | want
to consider my doctoral studies as a time to “beertew life as different, as a beginning, as a
time requiring the questioning of all previous halaind activities, as, inevitably, a time of
profound change” (pp. 1-2).

| have been a doctoral student for the previous years and before that | was... and
before that... Connelly and Clandinin (2006) wrtikeat a particular person had a certain kind of
history associated with particular present behagiou actions that might seem to be projecting
in particular ways into the future” (p. 479). | anparticular person with a certain kind of
history. Ontologically | understand my certain brstis shaping my present behaviours. | also

understand my present actions shape future actdriee beginning of the study | set out to
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deepen understandings of what it means to live kitéhacies less than one desires, be attentive
to identity shifts and wonder how each of us, Belldith and | might influence the relational
tutoring space. In part, what you will read throulgh next section is my particular kind of
history and how this history shapes and re-shapegrasent actions and my efforts to relive my
future stories to live by.

Change has been a hallmark of my doctoral studi@seflect upon my understanding of
who | am and who | might be in the midst of temfigrehanging experiences is helpful in that it
affords me an appreciation of my shifting idensitend those persons, places, and contexts
which influenced and continue to influence me. Brf1996) observed, “it is through our own
narratives that we principally construct a versidiourselves in the world, and it is through its
narratives that a culture provides models of idgrind agency to its members” (p. xiv).
Moreover, change affords me multiple opportunitebe wakeful beyond my privilege, such
that | am able and inclined to experience othepfye's accounts of how they are as testimonies
to possibilities for being in the world, as oppose@xhaustive, absolute, accounts of reality”
(O’Connell, 2001, p. xv). Waking up and wonderiray& been staples of my doctoral studies.

In the second semester of my studies whilst erdafie¢he narrative inquiry class, a
colleague asked me to share a cherished childh@mdony. Wanting to avoid the topic of
childhood in its entirety, | snapped, “I have ndrigays later | continued to mull over the query
because the question had, as Kerdeman (2003) dadgessulted in an experience of “being
pulled up short” (p. 294).

| know myself as a woman with a paucity of chercshemories of elementary and high
school and family. Therefore, | have never beetiqdarly interested in “reanimating the ashes

of childhood” (Minh-ha, 1994, p. 10). | do howeveve numerous fond memories which are
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rooted in the physical geography of my childhoodc&use this cherished geography cannot be
carried with me when | am away, | never understbad more than mere memories. Kerdeman
(2003) suggested that “lived understanding is pfective practical know-how, intimately tied
to self-knowledge . . . . Lived understanding is @o achievement or state of mind we regulate
and produce. Lived understanding signifies thetewigal condition of being human” (p. 295).
My colleague’s question pulled this knowing up shbecause when | think deeply about these
cherished places: the lake, the escarpment, tideblatween, and the municipal pool—I
understand them and name them as memories whittkrstied nourish me when | am away,
groping for narrative coherence (Carr, 1986) u@om$ which are foreign to me. | also know
them and name them as places where | rested frempettsistent, endured demands of home and
school. Moreover, in my struggle for narrative aa@mee, | dichotomously labelled and over
time came to know most of my early experiencesoasl @r bad depending, in part, where they
took place. My memories of experiences at the lakearpment, and pool were overwhelmingly
positive; conversely, those | experienced at hontesghool were predominately negative.
Relph (1976) wrote:
The essence of place lies in the largely unselfons intentionality that defines place
as profound centres of human existence. There Mrtoially everyone a deep
association with and consciousness of the placesemlie were born and grew up, where
we live now, or where we have had particularly nmgvexperiences. This association
seems to constitute a vital source of both indigldand cultural identity and security, a
point of departure from which we orient ourselweshe world. (p. 43)
When my colleague asked about fond childhood mesaptiexperienced precisely what

Kerdeman (2003) wrote about when she describedylpitbed up short:
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Being pulled up short invariably catches us offyguahallenging “know-how” and its
accompanying sense of security and control. Chediself-assumptions are also thrown
into doubt. Being pulled up short discloses atgdjualities and behaviours we would

prefer to disown, deny or recognise only insofawasproject them onto others. (p. 296)

Thinking about my memories, | understand that Iraoted in the land where my body
grew. | have an abundance of fond memories of thueshl spent on my own exploring. Hoffman
(1989) described her knowing of childhood whenwshae “the country of my childhood lives
within me with a primacy that is a form of love”. (f5). | wanted to embrace Hoffman’s
knowing; however it would not co-exist comfortalith my early endured stories of school and
family. My struggle for narrative coherence (Ca986) was further complicated because | did
not understand that which | was forced to endusdl &d Burns (2009) argued to understand is
to be at home, to feel we belong in our surrounslimglid not often experience this type of
understanding at home or school. | did, howevegrearnce it when | went outdoors to be upon
the land, the lake, the escarpment, and at theaipahipool.

Over the next few months, my colleague’s questmmtioued to annoy me as it drew
forward childhood frustrations and it repeatedigemnavigated a well-constructed cover story
(Crites, 1971), including a morally justifiablenger pointed directly at those who demanded |
endure mis-educative (Dewey, 1938) experiencedh Béid finger pointed, | was always right,
most things were either/or, and there was no ne@tbhder how past experiences were shaping
current ones because | believed | had padlockedake Regardless of this belief, my
annoyance continued. In response to this ongoingyance, the next time | returned to southern
Ontario (December, 2008), | tentatively took my eaamand went in search of the physical

geography of my youth. | was apprehensive becaksew land development, erosion, and
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memory would transact with my well-travelled salfpurposeful self who spent the intervening
years composing and recomposing my identities dveany hard, endured childhood stories of
school and home. | experienced the camera | hegbdadsctive.

| went to visit the places of my childhood. | was and raised in the Niagara Peninsula,
a tiny tract of land which is, in part, boundedtbwp Great Lakes, Ontario and Erie. The
peninsula stretches from the Niagara River to Hamijlparallel to the shore of Lake Ontario. It
is bisected by the Niagara Escarpment which beagitise United States of America and
continues, running westwards to the Niagara Riveg it forms a stunning gorge, north of
Niagara Falls. The peninsula is also bisected byldheen Elizabeth Highway. Throughout my
childhood, the highway expanded. In the processl V@hich once produced sweet, mouth-
watering peaches, pears, apples, and cherries| fatedstraight from the trees, food which
carried the sun’s rays into my belly, was churmed a highway with an ever-increasing girth. It
also served to mark the inhabitants of the towlvasy north or south of the highway.

My father and all fathers in the neighbourhood tomy childhood home. It was located
within a short walking distance of the southernrehaf Lake Ontario, perhaps a 1-minute walk;
we were two blocks from the shore. The communityimch | lived was built cooperatively.
Each family made a $1000 down payment and eachrfatintributed 1000 man hours of
construction work. Most of the husbands were bhlacworkers employed in Hamilton. All of
the families were Christian and all, except ones ¥W#hite. Most of the families had multiple
children who attended the local public or Cathsttbiools.

There was and still is a park, the Murray StreekPa&here | spent countless hours
exploring the shoreline and hiding in the unevemrdlpst in front of the lake. There was a slow,

albeit visible retreat of land, as erosion consyanit at the sedimentary rock. Trees would begin
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to lean towards the lake as soil washed away fiagable root systems. The slow falling-in of
trees and the disappearance of play places helpedark the passage of time. When | looked
outward onto the lake | felt the open expanse skmlities; | went often to the park. My friend
who lived across the street had a grandfather n&apd. He frequently came to visit on Sunday
afternoons. After dinner, he would take us to tagk@and push us very hard and high on the
swings. This was a wondrous thing because wheswirgy reached its highest point | had a
brief second when my view was otherworldly. On cléays | could see straight across the lake
to the Toronto skyline. The lake and the escarpmené play places which physically cloistered
my experiences because | knew them as boundarig¢s he crossed; this comforted me. The
lake and the escarpment were also places whelmédied experience because | knew them as
safe, unlike my knowing of home and school. Morepwdnen | looked out at the water or when
| soared above the lake as Papa pushed my swkngw there was life to be lived away from
home and school and one day | would be old enongkriture out.

The other land border which hemmed in my living wees Niagara Escarpment. From
home to the head of the trail was a 40-minute watle | was permitted to take on my own from
a relatively early age. This landform was acuteffecent from the open expanse of the lake.
Here | always felt covered and occasionally frigieid by the darkness created by the dense
foliage. The rhythms of the escarpment were otrsxinom the lake in that | accessed it three
seasons of the year. In summer | climbed to thejoldry and roasted hotdogs and
marshmallows and in the spring | went in searcWitiflife, anything that fit inside a glass jar. In
fall I ran up to the point because | wanted to labkhe glorious colours as the defoliation

process began and | wanted to set my eyes onkbeafal Toronto from another vantage point. |
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went to the escarpment less often because it wisefuaway, nevertheless, when | did go, it
completely captured me because it scared and dxuoigesimultaneously.
Inquiring Into These Fond Memories

Today when | remember the places where | grewpéegnce fond memories for all the
out-of-home and out-of-school experiences whichevetertwined with the physical landscapes.
| have come to tell a story which | understandraugded in the physical hemming in of lake
and escarpment. | am a sleeper who most morningesata find myself hemmed in to the wall.
When | wake, tucked snugly against the wall, | opsneyes, scan the room, and experience
deep feelings of comfort. This daily occurrencaistark contrast to what | remember as a
perpetual childhood desire and search for safetysdarch occurred out of home and school
because | storied those landscapes and the pebpléwed upon them as untrustworthy and
volatile. In my storied memories, | regularly expeaced tension when | came into
relationship(s) with those living on home and sdhandscapes. McAdams (1993) reminds me
that even before we consciously know what a starwe are gathering material for the self-
defining story we will someday compose. “From thdybond of attachment formed with our
parents, [and teachers] our first year[s] of ldaves a legacy of optimism or pessimism that will
influence the narrative tone we later adopt astatd(p. 13).

As a child, in response to this tension, | wentmnown to the lake, the escarpment, or
the swimming pool. In my solitude there was no neeeidteract relationally with others. I liked
being on the land and in the water. It soothedimetrigued me, it did so many things, and it
rarely made me afraid; only people did that. Meatest home, | learned to read and judge the
subtle nuances of bodily expression and to reactyireffort to be safe. At school, | quickly

learned that | was the youngest sister of thosthbre and that sister and perhaps most
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importantly the daughter of that father. | was @wtirely sure what the labels meant, however |
did understand they were not advantageous. Thiestol my siblings and father had plotlines of
inferiority which | came to experience as shamedftoreover, my highly-tuned reaction skills
which were necessary upon my home landscape weeparticularly fruitful precursor to the
development of friendships. Over time, | learned@éacomfortable with my own company. My
movement away from human relations was aided byrekking onto the land and into the water
because these things demanded little of me. | éebtimeir seasonal rhythms and potential
dangers at a young age and therefore felt confideln¢ upon them. At home, | developed a
finely tuned set of skills which were honed in nffpds to be safe. Many of my memories of
home and school were experiences where my stanr@péd up against other ways of knowing
and tension resulted (Clandinin, Huber, Huber, MyrpMurrary Orr, Pearce, & Steeves, 2006).
Desiring calm and tension-free moments, | wentreguent solo treks and in the process came
to story myself as relationally incompetent. Moregumy treks away from home were my
efforts to know safety and therefore part of amet know the world and people other than
those | met at home and school. My trekking was alpurney towards future stories when |
too would be otherwise: socially competent and gerglly safe.

| also know that my early physical landscapes camito resonate because | feel fully to
life when situated within the dense, enveloping ity created by two Great Lakes. | am also
drawn to water and | suspect this is in part beeafishe countless hours | spent exploring and
soothing my raged being along the shore of Lakefdmand the daily summer swims in the
municipal pool. Moreover, there are days here ipefta when | feel completely landlocked and
| long to set my eyes upon a massive body of wategre are other days when life in my wee

flat is oppressive and at said moments, the cah@tand is pounding and so | go in search of all
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things physical to relive the ache of my livingiriderstand therefore, “when the world departs
from [my] expectations and desires, [my] categdrigerdeman, 2003, p. 295), | know the
physical geography where my body grew as tempodaiyvn forward in my efforts to create
stories to carry me across liminal spaces (Bul#s7)L

Here in Edmonton, there are evenings, very lat&nwhy yearning to take flight is
inexhaustible. | put on my coat and take the 1@ssteom the threshold of my flat to the
outdoors. Once out in the open air | stand facemsg,enotionless and quiet. | conjure up images
of my children, and the land where | grew, and itwome days it comes rapidly and other days
| experience the bitter Edmonton cold before itgeays. Nevertheless, it never fails me; access,
temporal shifting. | let it come upon me like arreaty; | engage in none of my customary hard
work at stoicism in my efforts to dike up emotidmveep. When | am spent, | about-face and
traverse the 13 steps, knowing | have been to Merkonty’'s (1964) primordial soup; knowing
that a world of otherwise is once again there fgrimagining and engaging. This experience
allows me to know the geography of my childhoo@ assource which | do indeed carry away
with me each time | travel away.

When I inquire into these events which | expereghwith some regularity since coming
to Edmonton, | see them as possibilities to awa&em opportunity to shift my stories to live
by. Initially I understood them as reaction stotie$onging and loneliness. | now understand
them as a series of experiences which scaffoldiés gt my identities, such that | am in an
ongoing process of coming to know myself as capabieorld travelling (Lugones, 1987) to
places and experiences other than those of theot@inpoment. Lugones described world
travelling as “necessarily acquired flexibility shifting from the mainstream constructions of

life where one is constructed as an outsider terathnstructions of life, where she is more or
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less ‘at home’ (p. 3). This ability to world travise a narrative thread of my identities which |
understand was composed upon my early physicastapes and within my family and school
narratives. Here in Edmonton, when | longed fousé&g, familiarity, family, and comfort, | took
myself outside, filled my being with these earlgrgts and with stories of my daughters and was
able to world travel to comfort and feelings ofdreding.

Living in Edmonton, Alberta, approximately 3,000cknetres from home, | have
positioned myself and over time have been positiagea non-Albert& Because | understand
identity as multiple and fluid, | have simultanelyugrown into and actively constituted myself
(with generous support) as a member of a commuwittyn the CRTED. Within the Centre,
over time, | have come to know myself as incredgidgsiring and capable of community
involvement. Four years of experience with the @ehas regularly interrupted my plotline of
social incompetence. | have frequently experiertbedrossing of borders (real and imagined)
as | moved between Edmonton and the Niagara Relgegween solo trekking and community
involvement and between social incompetence ariohéseof belonging. Through it all, |
continued with a familiar story of physical geodnggo hem me in to my Edmonton life. Over
time, | came to know and name the Rocky Mountasa physical boundary which served to
hem me in on the western front.

From these stories | understand that my initidimation is not towards human
relationships. It is the land and the physical gaplgy which | turn to first, perhaps because their
demands are few. | also understand that | posseagative thread of world traveler and this
was born out of my childhood efforts to experiepeace and security. Finally, | understand that

| composed and recomposed stories on the landrirbpeause of my family and school stories.

8 find this position increasingly amusing partaxy since | recently forfeited my Ontario drivelisense and am
now a holder of one issued by the province of Aloerwonder if this officially makes me an Alberta
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In the next section, | have accounted for som&ede early stories in my effort to understand
the narrative beginnings of my research puzzle.
Stories from the Early Landscapes of Home and Schbo

My wonderings about the veil of secrecy | so dligfpulled over my early stories to live
by began in the first semester of my program. lasirggly, | contemplated my willingness or
lack thereof to think about, read about, and ultelyawrite about my childhood. Ontologically, |
do not think | have readily available access tonprdial landscapes, however, like Greene
(1995), | believe imagination provides pathwaysdo¥g glimpses and understandings of early
landscapes. | wondered what | might know or undesfrom my early years. Moreover,
because Greene argued education suggests a wesidbthe oppression of private, daily life, |
hoped | might find a way out of the repetitive loalpself-loathing that | occasionally
experienced. In Greene’s argument, she calledld fdrtunate if she had teachers who led her to
inhale music, dance, literature, and other formartfFor this child, Greene believes, is capable
of imagining the living of others and in so doirges to understand and appreciate what it
means to be human, living within community. Moreo\eecause | know the world through
Dewey'’s (1938) theory of experience, | understdrad my early stories to live by contribute to
the tedium of the day-to-day grind where, accordm@Greene, living exists, however “habit
swathes everything, one day follows another idahtiay and predictability swallows any hint
of an opening possibility” (p. 23). In keeping silel have not afforded myself any hint of an
opening possibility, however, the “habit [contingty) swathes everything” (Greene, 1995, p.
23).

| pursued doctoral studies in part as my effothtange character traits which | believed |

possessed and which | did not appreciate. | wéiseomind that | had put forth Herculean efforts
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and still there were times when | behaved in fashiehich later sent me into repetitive loops of
self loathing. | imagined | would read somethingl/@n come to understand something which
wouldfix the qualities | did not value. During my firstriein the curriculum studies course and
then again during the narrative inquiry class ktoothe second semester, | began to wonder
about my silence. Reading Greene (1995), | wondabedt thebignessof my early stories.
Greene (1995) wrote about seeing big. She argwdihseeing big, we refuse

epistemologically to consider people as objectsierawe view them embodied in the
particularities of their lives. From this epistemmgical standpoint, Greene believes we can see
people in the midst of their living and if we atéeative listeners, we can be privy to their plans,
initiatives, and the fears they face. | wonderéddcihuld do this for myself and | suspected |
needed a go at it if | was to successfully condesearch which utilized a narrative inquiry
methodology and therefore relied and sought togi@nend relationships with participants. And
in the midst of these wonderings, | was listenmdean. As a student in her class, | was reading
and meeting other voices in the literature andvtiiees of classmates. Through it all | was
beginning to break through the habitual, non-seemgine of my living. With my Greene-like
imagination (accessible, practical, and participgtdeveloping, | slowly began to wonder about
the people (including myself) who inhabited my gatbories.
Stories from the Early Landscapes

For me, restricted then to the compound, the dcttedction of the city was a random

selection of books that Auyb brought to me. Eveny flays he appeared at my door,

grinning hopefully and handing the bundle of botikkene as if they were treasures from

an archaeological dig (Roberts, 2003, p. 377).
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Like the protagonist in Robert’s autobiography, kebave always been meaningful to
me. It was my great fortune to have been a child,while sitting next to older, reading
siblings, inhaled the transactional art of reading comprehension. My mother reports | went to
school reading; she believes | was highly motivagadny older sister and brothers were readers.
| have absolutely no recollection of reading instian, however, | do remember | was regularly
sent to the library, as | was considered a naughtitalkative student who quickly finished the
assigned work and then set about bothering my beigts.

It was in my elementary school library where Itfieecountered a series of book by
British author Mary Norton. These books gave myadrtnansport to other worlds. In reading
them, | was afforded an opportunity to do precissyGreene (1995) suggested—I imagined a
living devoid of chaos, the overwhelming bignessngfown life. Reading these books |
manoeuvred away, if only briefly, from the oppresswhich frequently results when a parent
consumes alcohol in excess. Moreover, | moved dveay the oppression | regularly
experienced as a result of the predominately pabé paradigm in which | grew. Sicherman
(2010) wrote,

at all ages girls and women read more fiction tthafoys and men. The reasons for this

predilection have yet to be fully explored; amohgde advanced are . . . their need to

find satisfaction unavailable in other ways. (p. 2)

In Norton’s bookThe Borrowerg1953),1 met 13-year-old Arrietty Clock, a female
heroine who lived with her parents underneath tbheden floor in a house occupied with
regular-sized folks. Arrietty’s family was labell¢iie Borrowers because their existence
depended on their ability to successfully borroanirthe regular-sized people who lived above

them. I think this living, just out of sight, apped to me because it suggested there was a world
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where | could place myself and | would be safe ftbemchaos which often shrouded my
childhood home. Moreover, | was a child who oft&pexienced acute loneliness. When Arrietty
met and befriended a big-folk boy who had arrived India to recover from a sickness, |
imagined my maternal grandmother ringing our hom asking me to come and stay. | saw
myself surrounded by hordes of kindly cousins aoiihd grandparents. | was keenly aware that
none of my imaginings would occur in the short raoyever, they did allow me to realize there
was life outside of my father’s rod iron grip. hmember lying in my bed imagining a life other
than my own. | took details from the books | wasdiag and | built them into my world until
their realness resonated. Sicherman (2010) nobedks provided women not with an exact
template or blueprint, but with malleable formsttbauld be tried on for fit, to be emulated,
appropriated, discarded when no longer useful2jp.

At one point, Arrietty’s father forbade her to gorltowing and so she was unable to meet
with her new friend. To this day, | recall the sassand anger | experienced when Arrietty’s
father announced his irrevocable edict. A few dater, when Arrietty went out on a secret
borrowing trip, | cheered her on and | began takHimight take myself out and so | refocused
my efforts to trek to the lake and escarpmentyvdieee of my father’'s world. Moreover, when
the boy agreed to take a letter Arrietty had wnittéed attempt to deliver it, | experienced words,
not only as things to be thrown around to injund, &so as things that contained hope. When the
boy was found out and beaten, | was reassured, ikgdivere were others. Strangely, this
knowledge comforted me because it was not untgmtwto high school that | met kids who were
willing to talk about their fathers.

When | read as a child, | was able to imagine astexce that was risk-free and most

importantly possible. The worlds | went to througk books | read were dramatically different
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from the one | found myself in. In high school,istbry teacher gave me a book by American
author Pat Conroy and | was sure the author haat gvenings as a fly on the wall in our home.
Reading Conroy’s book, | temporally shifted andcexgerienced childhood fear, hope, and
occasionally salvation. His books, particulaflye Great Santinf1976), introduced me to men:
violent, powerfully flawed, who, in spite of theiving, loved their families and so | did not
learn to hate. | imagined a lack of hate becaustabfConroy’s stories. Had | not read, | believe
| would be less. Sicherman (2010), when describiegeading habits of women born between
the years of 1855 and 1875 noted, “as both a palsesource and a cultural system, reading
allowed young women to enter an imaginative sphaerhight provide a bridge to their future
lives as they navigated difficult terrain” (p. 3Yhile | often struggled to understand complexity
in the midst of my need for dichotomous labelsdneg allowed me to know and experience
complexity. Reading then was a resource and itayalace where | fully engaged my
imagination, such that | knew myself free of faadildysfunction; | was otherwise. Sicherman
wrote, “women read and reworked stories for theweseand intimate friends in ways that
generated new narratives with which to construss lestrictive lives” (p. 3).

| continued to travel reddinto adulthood. | remember a day when | was a gt
student at Brock University. | had gotten into Habit of going to the main bank of elevators in
the library, entering, closing my eyes, and thexctheng out to select a floor. Once on the floor |
would walk amidst the stacks of books and makectelss as they caught my attention. | adored
this process for | never knew which author or whadmas | would meet and therefore, where |

would travel. One day | was on the eighth floor &sdlected a book from the shelves and sat

% | understand books as transport vehicles. Whead & book | journey (travel read) to ways of kmayénd
experiencing which are different from how | knove thorld, or which deepen my understandings of héwmolw
and experience my stories to live by.
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down to scan itCodependentio More(Beattie, 1987) is a book about alcoholism. | began
reading slowly and cautiously and when | next buenipgo structured time, more than 3 hours
had passed and | was almost finished the text. Adok did for me what Greene (1995)
suggested, it gave my lingering memories contegamng, and value. Once again | deepened
my understandings of books as more than great.réadShartier (1994) argued, reading was
helping me construct meaning because, from the lt@xipropriated personal meaning.

Finally, | am remembering one of my teachers, Miefi. This daft man did not
understand that there is very little to do by wayhoeatening the child of an alcoholic. He was
convinced he was going to cure me of my naughliyatide behaviour by having me write out
pages from an orange dictionary. Each day and es@ss, | was told to copy out pages from
said dictionary; | would not. Mr. Taleri and | waremediately engaged in a battle of wills, one |
would ultimately win, however at the time he wasestinat | would comply. | understood it
would do nothing to change my naughty behaviougfsmurse, | refused.

During the first recess when | should have beetingrout pages, | recalled a story my
mother told my sister and me. She told us abouyidea game with one of her sisters. My aunt
would memorize how to spell the words and my mothemorized the meanings. My acutely
precocious mother (she skipped two grades) toladargs were her friends and had been for as
long as she could remember. My mother stutterdramad what | have come to understand she
was teased mercilessly; | wonder if she went tonbdds within words for comfort. The idea,
therefore, of spending recess reading the dictioappealed to me, as did the self-imposed
martyr sign | had secretly and silently hung aroondneck. | was a hero in a novel and there

was not a teacher on the earth who would get meite out a single dictionary page. | read in
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protest. Radway (1991) described the reading hablieusewives in part as self-assertion and
as protest to the existence they endured.

One day, while walking in the hall en route to bahroom, | encountered the principal,
who commented that he had not seen me out forg@ceglite some time. | explained to him in
great detail my current and ongoing punishmentlisiened intently and went on his way. The
next recess when | got out my orange dictionary, Mieri barked at me, ordering me outside. |
knew the righteous hero had won, and in the proeassed hundreds of new words. When |
think back on these experiences, | understand #gemy efforts to connect with my mother’s
early living, a precarious young student who wamented because of her speech impairment.
When | began reading and enjoying the dictionadydIso partly because, in my imagined
world, | was defending my mother from her bullieSil at the same time | was refusing my
own, Mr. Taleri. | don’t suspect | would have h&aeé tourage to deny him and his dictionary
page writing edict if my mother had not told me tetionary story. | think this is an example of
Merleau-Ponty’s (1964) perceiving and of Green&396) travelling along other paths while
seeing big.

Greene (1995) argued said transporting vehiclesatrémited to the written word.

When | was a child, my mother had a coffee tablekhehich contained the artwork of famous
European painters. | spent countless hours gaziag the images— they fascinated me: the
colors, the lines, the naked bodies, and the dastription of the work all captured my
attention. Over time, | began to think of the piaigs as my own because they moved me, they
allowed me to pause and consider, and each pamwtsg new experience.

In all of these experiences, as Greene (1995) stigigefound a place where | could

struggle towards an ongoing integration of whaabkwexperiencing and what | might become.
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Literature offered many possibilities and | eagedysidered them for they made visible
pathways | had not experienced in the banality piomun early stories to live by. Rather, they
were ones | experienced because of the artistlsygmess to create and my ability to do
likewise. While | endured my living, it was the sl@nd often repetitive readings of so many
books that allowed new experiences and this, Greays is the gateway to imagination.
Sometimes | wonder if my early years are partlypoesible for my unwillingness to live only
within the grand narrative (Lindemann Nelson, 200450 living, | have come to see the range
of possibilities grow significantly larger and lderstand this largeness that | present to students,
many of whom come ughortbecause of the deficit model schools and instiigiemploy with
children who have learning disabilities. All of¢Hihave done to cast meaning upon my living,
to make epistemological sense if sense can be fouthe home of an alcoholic. | have also
done this in an effort to strengthen my capacitykindness across the boundaries of my comfort
zone into what Greene described as human commsirstierounded by compassion.
Teaching Stories

| began teaching as a teenager when | was hiredtiaict swimming. When | graduated
from university with a degree in urban and regigslahning, | worked as a planner for a social
service agency. It did not take long for me to gahigcontented with the work. | remember
contemplating another line of work. | had this idleat whatever it was | was meant to do, | had
some prior experience. When | reflected on the wdrkd done, | repeatedly came back to
instructing swimming. | particularly liked workingith students, adults, and children who were
acutely fearful of water. It was something about ithitial, palpable fear and the often
subsequent ability to swim which resonated with hakecided to apply to faculties of education.

My career began at inner city schools as kindeegagacher, then teacher-librarian, and teacher
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of English as a subsequent language. | left thdigally-funded system and moved to an
independent school where | worked as a teachariér and as a teacher of English Language
Arts. My last move was to open a literacy clinicstgqpport students who were struggling with
literacies. When | consider the trajectory of myees, | am guided by notions forwarded by
Clandinin and Connelly (1995) who coined the temofgssional knowledge landscape to
describe and understand schools.

Within a school landscape, they suggested therenar&undamentally different places,
the in-classroom place and the out-of-classroommellép. 151). Having inquired into the stories
of career path | now understand | wanted to workwestvely in the in-classroom place because |
had a sense of what Connelly and Clandinin (1988)avabout when they encouraged readers to
think about curriculum not as the documents whiehveritten and published by provincial
governments, but rather as “one’s life course @ibaclt can mean the paths we have followed
and the paths we intend to follow” (p. 1). | senstadlents were being shaped by their literacy
experiences and | wanted to work with them.

The vast majority of work | have done as a literaloyician has been with children.
However, my interest in and curiosity about womegrounded in two stories. First, | believe it
is grounded in the situation, continuity, and iatgion of my youth, such that as a young female
of the 1960s, my desires were secondary to thos&lef brothers and males in general. When |
was a child | knew that what | was feeling wassuleof male privilege. Even then, although |
did not have appropriate words to describe it,dit was wrong. | have drawn this knowing
forward such that | story myself as a feminist. §ldaring Dewey’s notion of continuity and
Kerby’s (1991) idea of habitus, | believe my comcfar women has been lifelong; it is a concern

and curiosity | am always inclined to engage in.fi¢a’s issues continue to resonate with me
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today and they have grown in their ability to captmy attention as | have learned more about
narrative conceptualizations of identities andghssibility for identity shifts when | became the
mother of daughters. Next, | believe my concemgraainded in a story which occurred
approximately 8 years ago.

| am a woman who loathes shopping. When | do firydetf in need of an item and when
| am unable to convince my partner of the merithiof going in search of said item, | force
myself to venture out to a store. When our daughtere young they quickly came to recognize
my aversion. On the rare occasion when we did enstrlopping mall, we would stop before the
doors and review exactly what we were in searciloéy knew to be quick and to stay focussed
on the items on my list. Occasionally | was overeonith bits of guilt when women friends
described pleasurable Saturday afternoons speppsigpwith their daughters. In response to
this guilt | would, on a rare occasion, perhaps twthree times a year, pick the girls up from
school and take them shopping with no list in hariek first time it happened, they were
stunned. However, being quick studies, they leatoedake hay when the sun was shining
because | had about a 30 minute window of toleramckthen | would march them to the closest
exit door.

One particular day | picked them up after schoal drove to the nearest mall. En route, |
explained what we were doing and asked if theressasething special they would like me to
buy for them. They conversed in whispers and treshaded they wanted track suits; they
preferred them to be name-brand—Adidas or Nike,thag wanted black. Remembering that |
had invited them and appreciating their willingnesbe exact, | led them into Sears. My
youngest child, who even at age 8 seemed to hgifefar shopping, took us to the children’s

section and immediately found black Adidas tradksstMuch to my amazement, they were



165

precisely what the girls wanted and the requiredssivere hanging on the rack. They quickly
went and tried them on and then we proceeded tohteek-out. The girls were thrilled as was I,
feeling | had done a good thing in letting themat®m They were moving about, looking at
things and enjoying the moment. There was one wageaging for her purchase and then one
other woman in front of me. | was wishing thingsulkbhurry up when I noticed the woman
ahead of me was engaged in a series of actiondwhid not understand. She had her daughter,
who looked to be about 10, standing very closeetoaind they were whispering over and over
again. The child was tapping on her mother’s hamllavondered if perhaps she was blind. This
was not the case however, because the woman rdpelaieked up so she would know when it
was her turn. My curiosity got the best of me afouhd myself moving closer. Having done so,

| saw the woman had a child’s bathing suit in coaechand a receipt in the hand her daughter
was tapping on. The receipt had highlighted marksvd horizontally through the various lines.
The child whispered over and over “Green, line srthe price; red, line two is the tax; and
yellow, line three it reads, this sale is final’s &e child whispered to her mother she tapped her
hand, one tap for line one, two taps for line taad three taps for line three. All the while the
woman kept a watchful eye on the customer in fodriiter. At precisely the moment the cashier
thanked the customer, the woman gently moved hegldar to the side and stepped up to the
counter. The little girl tentatively moved in theattion of my daughters. Her mother gingerly
placed the bathing suit on the counter with onedreard reached her other hand, the one with the
receipt in it, onto the counter, without letting gfoit. She said, “I see it says here, that thenite

a final sale, but | want you to know, when we gdtame, we noticed it had a rip in the liner, so |
want to return it.” The cashier examined both thié @&d the receipt and said, “I will have to call

the manager.” At this moment, the woman turned afn@y the counter and immediately caught
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her daughter’s attention. The child stopped chattiith my girls and returned directly to the
counter and began speaking with her mother. ThHei@aattempted to engage in conversation
with the woman; however, she kept her attentioh@ndaughter. A few moments later when the
supervisor arrived, she gently directed her daugivay from the counter and then repeated the
exact dialogue she had spoken to the cashier aniewtes earlier. It was at this moment |
realized the woman could not read. | stood stunhesimember thinking she was about my age. |
wondered what other compensatory strategies shdéadoped and how else her daughter was
helping her to navigate as a non-reader. In the le@grdmoney was refunded; | felt like cheering
for the woman.

When | inquire into this story using Connelly anld@linin’s (2000) metaphorical, three-
dimensional narrative inquiry spaces, many thougbise to mind. First it occurs to me that the
woman and | were attempting to do something withdaughters and we were both successful.
However, because | can read, | was afforded anrtyopty to allow my attention to float
without having to attend in a hyper-focussed mammertiny piece of paper or without having to
draw my girls into what Crites (1979) called cos#ries. It does seem to me that this non-
reading woman had done a better job than | hadimigdvhat Crites (1971) suggested when he
wrote that cover stories need not be an endingnfwbat | observed, the woman had faced her
inability to read and, in so doing, had developenhpensatory strategies to successfully
navigate. | suspect these actions required a ceradte amount of thought, planning, and
practice. |, on the other hand, had made no effore-tell or re-story my aversion to shopping. |
had taken my daughters out with no plan to navigdeenegative feelings | often experience
when shopping. Moreover, | ventured out to the nmatesponse to the guilt | felt for not having

provided my children with pleasurable afternoonstadpping. When | lay my cover story and
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subsequent actions alongside the thoughtful anectefe behaviour of the woman, | am of the
mind that her behaviour is indicative of succedsergas mine was thoughtless reaction.
Moreover, when | wonder about and inquire into mgraion for shopping, it doesn’t take much
effort to recall ghastly experiences | had as &chremember wishing | could disappear as my
father, in a loud voice, verbally abused the coustaff if things did not proceed as he believed
they ought to. Because my mother could not driverd was no way around his presence. It
seems to me that the woman had been thoughtfuk &leoactions, whereas | had gone out with
no compensatory strategies at the ready otheratast march to the exit doors.

Inquiring further into this story, | wonder how lpthe woman had required
compensatory strategies. When had she realizedosi@ not read, how old had she been, and
how had it had made her feel? Also, | wondered wkiementary school she had attended, who
taught her in the early primary grades, and whdthe teachers believed about her. And was
she a high school graduate? These were some qtidstions which | would have liked to have
had answered. Thinking about Dewey’s notion ofraatgon, | wondered what it meant to her, to
be a little girl, like her own daughter, but unatdeead. What had it meant to her as she grew?
What did it mean to her parents? Because nothingtaker speech suggested that English was
not her mother tongue, | had no reason to thimkag an issue of a subsequent language. | was
most struck by continuity in terms of future stgri€ewondered if the child was having
experiences which might influence a future storhefself as helper. As | watched it was
remarkable to see how the woman had learned tgai@with her daughter as helper. This
made me wonder about the forward, temporal revatiogis of stories to live by. Moreover, |
wondered how the little girl storied her mothenability to read. When | saw the woman had

been successful in her desire to return the basurgshe had purchased for her child, | saw the
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experience as successful on many levels. Onehiltelad learned to help her mother using a
multi-sensory approach: the colors, the tapping,tae whispering. This is precisely what | do
when a student is repeatedly unable to retain eawing. This indicated deep levels of knowing
how one best learns. | also thought about the teaftime the woman had been a non-reader
and how the years had impacted her identities. ifigadly, | wondered if the habitus of non-
reader could be interrupted by literacy tutoring &ran interruption was possible, would it
broaden the range of educative experiences opte twoman and her daughter?

When the mother twice moved her daughter away tt@counter and the adults, |
suspect she was attempting to close the door omaléamyative understandings. | believe she
wanted to appear in command of the situation, tbtead, and not requiring her child’s
assistance, which she was able to do. As we stotie, the woman and her daughter had their
backs turned to the cashier who had no clue abgubgthe intensive, pre-exchange activity.
Perhaps this behaviour calls to mind the issudai®; the woman did not want to be known as
a non-reader. This story deepens my understandithgg @omplexities of stories to live by and
how experience influences and shapes future experidiioreover, it iluminates how stories to
live by are embedded within the narratives in wiode lives (Clandinin et al., 2006). It also
makes me wonder what can be learned from attertditige broader societal narratives within
which women with literacies at a lower level thaeyt desire live. In the opening pages of the
Ontario Ministry of Education’s Ontario Curriculut@rades 1-8 Language (revised, 2006) the
following statement appears, taken from the UnNetions Educational Scientific and Cultural
Organization (UNESCO):

Literacy is about more than reading or writingsialbout how we communicate in

society. It is about social practices and relatigos about knowledge, language and
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culture. Those who use literacy take it for graritetithose who cannot use it are

excluded from much communication in today’s wottdleed, it is the excluded who can

best appreciate the notion of “literacy as freedddNESCO, Statement for the United

Nations Literacy Decade, 2003 p. 4)

This story also begs me to consider the notioruotass because both the woman and |
left the mall having accomplished something. Todeyyever, | am able to think about my
discomfort with shopping as tension that occurswiheump up against unexamined stories to
live by. Originally, | thought my experience in theall had not resulted in a shrinking of options
from which to compose my stories to live by. Todagt is precisely how | view it because |
appreciate that my actions were reactive and tbhexefot selected from a broad spectrum of
options which might have been available to melielse a broad spectrum of choice from which
to respond was unavailable to me because | hamhteotupted, nor inquired into my early story
to live by as it relates to my aversion of shoppifige forward reach and influence of my early
stories to live by are, as Dewey (1938) arguedymgged in continuity such that “every
experience both takes up something from the thdselvhave gone before and modifies in
some way the quality of those which come after"3p).

From these experiences | wonder if they serveddaden or shrink “the possibilities
from which individuals compose their lives” (Clanah et al., 2006). In the case of the woman,
her inability to read had and was shaping not twellyidentity, but that of her daughter. Today |
believe my experiences were shaping my identitytaatiof my daughters and not in ways that
serve to broaden possibilities. | wonder if thearostory the woman worked so diligently at is
evidence of the identity-shaping influences ofré@es. | think about this mother and wonder

what it would mean to her stories to live by, ldantities and that of her daughter if she engaged
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in literacy tutorials. Finally, this story allowsento think about curriculum as so much more than
what appears in the provincial Ministry of Educat@ocuments. And, as a tutor, my
understanding of self as a maker of curriculum dasgpecause | am able to appreciate that the
work | do is not only having an impact on my sterie live by, but also those of my students and
their families.

Through this process of telling and inquiring img narrative beginnings, | have
deepened my understanding of the complexity ofestdp live by, narrative conceptualizations
of identities and identity shifts and the shapind anfluence of experience. | have also come to
appreciate some of my own identity threads, one eraw's comfort from physical geography,
world traveller, and one capable of imagining fetatories to live by which broaden the range of
educative experiences | can choose from to commgdée. Through the telling and retelling of
my stories | have come to know that my identitieseMn part composed and recomposed in
relation to others’ stories to live by. Moreovendw understand that some experiences (in my
case the early familial dysfunction) serve to keepasleep to the stories of others and that
sometimes, therefore, a disruption of these st@aescreate a space for reflection and the
possibility for reliving. With curiosity for iderties, identity shifts, women, and literacies my
research puzzle was constructed.

Study Stories: As We Prepared and Waited

When | completed my course work, | began to workmyncandidacy paper. | also began
a weekly, 60-minute, one-on-one conversation wiyhsopervisor. Each Tuesday morning at
9:00 a.m., | sat across the table from Dr. Clamdand we spoke. These weekly meetings were a
place where | could share experiences and wondaert dlow both my and the participants’

identities were being shaped and re-shaped. Isgbion which follows, | have written about
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three experiences. | have selected these partistdaes because | experienced them as ongoing
moments of tension and because they afforded mepheubpportunities to think about who |

am as a tutor, a researcher, a woman and perhaismportantly to wonder who | am and who

| might be in the relational space between. Womagwho | might become are wonders about
possible shifts in my identities.

From Bus Driver to Crew Member

As a tutor of students struggling with a provillgianandated Language Arts curriculum,
| always experienced a sense of urgency. There im@reeasons for this. First, | understood that
when a child was engaged in a process of remediatgaknesses, her fellow students had not
stopped learning. | understood this to mean not dial the child have to remediate existing
weaknesses, she also had to close the gaps beteessif and her peers. Next, before opening
the literacy clinic, | taught English Language Aftis provided me with a keen understanding
of what often seemed to be an endless number cbmds a child was expected to master over
the course of a year. These two ways of knowinglted in me experiencing a sense of urgency
from the moment | met a child and her family utitéd moment | understood the child had closed
the gaps, remediated the weaknesses, learned-tixdsekcate and learned to utilize assistive
technology.

When I, alongside Dr. Clandinin, imagined up thedg, we spoke about the differences
between students in my clinic, who were predomigateildren and the women who would be
participants. The women were different in that thaye not currently engaged in efforts to pass
elementary or high school. Moreover, they had siefitified as wanting to improve their
literacies, unlike the students in my clinic whorevbrought to me by concerned parents.

Furthermore, | was increasingly aware of the notibalongside and my desire to be mindful of
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the relational space between myself and the ppaints. In spite of these considerations, |
quickly came to understand as | sat in my apartrardtlistened to digital recordings of the
tutoring sessions, that in the classroom spacesltive driver in the bus with the gas pedal
pushed to the floor. This positioning was famiti@ame and, as noted previously, was based on
my personal practical knowledge (Connelly & Clamaljri988). The trouble was that as |
listened to the recordings, | heard my voice, itsss, tone, and intonation and | heard the
women withdraw. The following is a snippet fromugoting session (January 28, 2010). Bella
was reading a page from Kit Pearson’s bdbk Lights Go On Agaif1993)

Bella: But he didn’t mind all the hugs and kissed enushy nicknames.

Sandra: Bella slow down.

Bella: Aunt Florence often told Gavin how much hasvike Hugh, her son who had
been killed long ago in another world war.

Sandra: Bella take a breath, slow down.

Bella: Sometimes she went on too much about hitety or how blue his eyes were. But
when

Sandra: Bella stop at the period.

Bella: But when he (Bella read polished) politebjexted she would laugh, hug him, and
stop. (Pearson, 1993, p. 11)

Sandra: Okay Bella stop. What are you going to db this word? What strategies do
you have?

Two things happened when | listened to this reogrd-irst, | was struck by my
pedagogy because | heard my voice and knew itlastiess. Next, | understood | had not

attended to Bella. | focussed on the reading arsdidoing | failed to attend to the woman who
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was doing the reading. In response, each time hoembed, | heard Bella withdraw. Her voice
became quieter, her willingness to try lesseneel spled up, calling out words, and she refused
to engage in post-reading discussion, which thdhkFalid not insist upon.

The next time | met with Dr. Clandinin, | spokeoabthis experience. | described Bella
as a turtle who receded into the protection ofdineil each time | offered comment. | spoke
about my discomfort when listening to the tape laow | wanted to improve. Jean asked me to
think about who | was in the relational space itwleen the moments when Bella was receding.
She also asked me to think about who | might beft her office and headed downstairs to tutor.

Throughout the study, day one, or 6 months Igbenicompletion, | always experienced
a similar feeling. My office is on thd"dloor of the building. The room where | tutoredsa@n
the 2% floor. | would take the stairs down and exit fréime stairwell into the hallway. Just as |
turned into the hallway, | would feel my breathatain my chest as | looked down the long,
poorly lit corridor. Bella and Edith would sit orbanch and wait for me, particularly on Tuesday
mornings when | was in a supervisory meeting with@andinin from 9:00-10:00. Each time |
entered the hallway, | squinted my visually impdieyes and looked down the hall, wondering,
and to a certain degree panicking, about whettesr llad returned for another day of tutoring
and another day of our study.

On the Tuesday morning following my conversatiathvdr. Clandinin about who | am
and who | might be in the relational space, | hdadl®vnstairs, experienced the catch in my
chest and a tiny wave of panic, and then saw botnewn. | said good morning and we walked
towards the classroom. Later in the day | wroteftflewing journal entry:

This driver in the bus, pedal to the floor analeggilOT working. | do not want to be,

such that Bella and Edith shrink back. | want tesbeh that they are willing to take a
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risk, willing to know themselves as readers, asbép | understand | am not responsible

for Bella and Edith; | am responsible for myselb. Sandra, who is it you will be the next

time you tutor. How will you position yourself ahadw will this positioning shape what

Bella and Edith learn. (Sandra journal entry, Faby®, 2010)

| thought about the driver in the bus. | went baok listened to the recording of the
tutoring until | felt one more listen was a purploseact of self-injury. | thought about and
experienced the exhaustion | often endured whehipgstudents so hard, pushing a single
agenda—mine. | understood this way of knowing, stitse of my personal practical knowledge
positioned me as the only justifiable source ofdealge. This in turn made me think about the
issue of power and how my way of being was prodyeimne-way, hierarchal flow from me to
Bella and Edith. | wondered how they were expefiend and knew their retreat was in part
indicative of their experiences. | also wondered Imay way of being was calling forward their
knowing from early school landscapes. From whay tread told me about school experiences, |
imagined my way of being was limiting who they ntige. | also hoped it was somehow
providing opportunities. In trying to unpack theitassumptions inherent in how | positioned
myself, Bella, and Edith, and in my efforts to knamd name how my way of being was
negatively impacting the relational space, | beigewonder about other ways of being a teacher.

| looked to and listened to colleagues and fellegearchers. | listened at research
issue&® as colleagues, particularly Sonia Houle, spokeiafiegrounding the well-being of the
student and listening to the student while co-aoiesing curriculum with input from the
students. | also thought about the years | speatranving team of eight women. | wondered

what it would mean to me, my pedagogy, and theioglal spaces if | knew myself as a member

8 Every Tuesday between 12:30 and 2:00 | attendireséssues, a meeting within the Centre for Reseand
Development for Teachers. This meeting is an oppdst for students and faculty to discuss their kvdt is a
community of which | am a participating member.
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of a team. On this team, each woman pulled in éineesdirection and the boat went faster when
each member was fully contributing. | also thougihdut those early morning practices when a
coach would have some of the rowers sit at thefdpeir slide so the women behind could
work on a specific bit of technique. In these motsaeifi | was not being instructed, | would rest.
| also thought about the coxswain, of which | waser one. While it was her voice which
guided us safely down the course, it was not hgsiphl efforts which directly influenced our
speed and therefore progression. | began to carshiféing who | was in the classroom and
who | was in the relational space. This thinkingpahfluenced how | was thinking about literacy
tutorials. | knew | was in the midst, shifting myys of knowing from a deficit-oriented, neutral
set of skills to be mastered towards a knowing wisills are embedded within issues of
identities, agency, power, positioning, cultureqd &istories of teachers and students.

A few weeks later, Edith and Bella were at thetelward; we were practicing sentence
writing and spelling. Bella had arrived that mognend told us she had not slept and she was not
feeling well. | learned that on these days it watscal to proceed gently or the women would
sometimes withdraw into themselves. We had justnakbathroom break and | asked the
women to go to the board and write sentences tkagocabulary words we were learning in
our novel study and which we had discussed eanlidre morning. Bella wrote the following
sentence: In im hose | werk in whut cutleree.
| remained silent while wondering which vocabulamyrd she had included. | was happy to note
that each word had a vowel. | understood this agrpss. Bella stepped back from her work and
did exactly what we had been working at. She readgsentence slowly, word by word, using her
hand, matching sounds to symbols, proceeding direfind thoughtfully. The second time she

corrected the sentence to: In my hose | werk irctlikeree.
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Again she stood back and looked at it, read ittGusend continued to correct.
| was eager to jump in and offer suggestions, hawndwhought about who | wanted to be and
who | hoped Bella would be and | remained silent.
She then wrote: In my hosue | work in the skuleree.
| remained silent and Bella, stepped back, subfizmhwords and sounds | could not hear and
wrote: In my house | work in the skullery. (tutagisession, February 11, 2010)
At this point she turned to me, looking for my resge.
| was stunned and unsure how best to respond. Batldaken an idea from her mind and moved
it to the board. Once she had it on the boardysirked with it, struggled with it, to make it
coherent. Drawing forward her knowing of the womtganings, of sentence structure and
spelling, she wrote a magnificent sentence. Througthe process | remained silent. When she
turned to me for confirmation, | was smiling hardldong. | told Bella her sentence was
magnificent and perfect. Increasingly, from thay éaward, if | had the good sense to be silent,
Bella read more accurately, wrote more accuragelg, was more willing to engage. In my
silence, she crept out of the shell. When | dicagpétried to be mindful of each word, of what it
meant, and how my words positioned both me andaBell

A second story, which developed forward througtetiand reverberated backwards with
stories from early landscapes, began with theestdroth women told of abuse and neglect and
stories which later went on to involve Bella’'s dateg and beloved grandson.
Bella and Edith’s Told Stories

As was noted in Bella and Edith’s told storieshbebmen endured abuse. Bella’s stories
of abuse included stories of her children enduabgse at the hands of their father. | knew these

stories because she had told them to me duriniitied research conversations. Before
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beginning the study, | had made a plan to transadxh research conversation after it happened
in an effort to stay on top of the work. Becauseahted to write in my journal following the
conversation and following the transcribing, | diot want too much time to pass between the
actual conversation and the journal writing.

| kept to my plan to transcribe the research cosatesns, except for the 2 hours when
Bella first shared hard, endured stories of ablesethe longest time, the digital recordings sat
on my laptop; | avoided them. In part, the stofreghtened me because | could not hear them
without conjuring up images of Bella as a childhe midst of the abuse. Moreover, the stories
Bella told of the abuse her children endured welet with detail. In the days which followed the
telling, | walked around the university physicadlyaking my head, trying to shake the stories
out. | did not want to think about them, nor dmdnt movies running in my head with Bella and
her children being abused. | spoke with Dr. Clamdabout my experiences with these endured
hard stories and she reminded me they were notaonigs. She also asked me to think about
who | was when | listened and to remember whateBatid Edith had signed up for when they
agreed to participate in the study. We wondered wimaeant to listen as a researcher. Dr.
Clandinin also asked me to think about the questi@sked. In conversation with a colleague, |
was explaining how difficult it was to listen torldastories. She wondered if | thought my
reaction to the endured hard stories was normas. thinking was helpful; however it did little
to prepare me for the following experience.

In late February 2010, we finished our class anithHeft quickly as she had an
appointment. Bella and | lingered as we packedwglongs. We left the classroom and headed
along the long corridor towards the elevator. Weenealking side-by-side, not facing each

other. Bella began telling me her daughter Kyla e@ssidering moving to the city where her
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dad lived. The father had told Kyla that she andsio@ could stay with him as long as they

liked. For a moment | was stunned. | quickly regred because in a tiny, fleeting second, |
reasoned that Bella had remarried and the fathreddnegghter knew and was considering moving
in with was a second husband, her step-father aretysnot the same man who had abused her. |
asked and Bella said no, it was the father whodmged Kyla.

Again | was stunned; reaction was on my lips, invaige, in my body, upon me. |
remained silent. We stood in front of the elevaloors, waiting. | was silent. Bella lowered her
head and whispered, “Sandra, Kyla promised shedwvatch him,” and then she disappeared
into the elevator. And | remained, standing sikerithmobilized in the memories of my body. |
thought about the little boy, 8 years old. | thougbhout his child-molesting grandfather and |
could not put the two of them inside one apartmvémgre the only weapon of protection against
endured stories of abuse was, “Sandra, Kyla praivébe would watch him.” | thought about the
reverberations of stories (Young, 2003). Bella awigsed, her daughter was abused, and now
there was a real and present possibility that bluse would visit the next generation. As |
climbed the stairs to my office, | was raging. ltatethe day as | continued to think about what
Bella had said and more importantly when | thowdddut the well being of her grandson,
unstoppable movies were playing in my head. | heghlsafe in the tutoring classroom, me as
tutor and Edith and Bella as students. We knewpositions and enacted them well. When we
stepped outside of the classroom, the positionovqbary slipped and | no longer knew who |
was. Also, as we walked towards the elevator, Bidside, not looking at one another, it slipped
again. And finally, when Bella stepped into thevater the boundary disappeared. How, |

wondered, do | hear these hard stories? And Bajl@sdson, who would ensure he was safe?
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These were difficult stories to experience becdheg called forward stories from my
early landscapes. Specifically | thought abouttedltimes when | knew that the adults around
me were aware of the chaos which lived in my haaine, they chose not to intervene. | felt | had
become one of those adults, one who knows andrduibgg. | also thought about Bella and
knew the last thing | wanted to offer up was myerdgunderstood she had told me this story not
because she needed a friend to express her outtagjesved she told me the story because it
was weighing heavily upon her and she wanted toesth@ weight with a friend.

And on another occasion when Edith came to a reseamversation and wept as she
spoke about the verbal abuse she endured at ha@xpetienced myself being temporally
deposited into familiar, familial stories. Edithase about her husband telling her she was
getting too big for her britches and as she digl, the felt she no longer needed him. She did not
have to rely on him to read the mail they receiwethat was sent home from their daughter’s
school. She could easily find her way on the puttdasportation system. She spent hours and
hours entertaining herself with her books. Allleése things he experienced as his wife no
longer needing him. In part, he responded to thils verbal abuse. | hated hearing these stories
because Edith was my friend, a woman | cared desgyt. It outraged me that there was a
man, her husband, who believed it was okay to Wgrbhuse my friend. | thought about how
hard she was working to improve her literacies lama she knew herself, and | wanted only
support for her efforts. This frustrated and andene. Each time these feelings came forward, |
recalled Dr. Clandinin reminding me to considett th& stories being shared with me were not
my stories. Dr. Clandinin also reminded me thatltkhew the city, the social welfare systems,

and the public transit system much better thawl.| dlishe wanted to leave her husband, she
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knew where to go and what to do. Dr. Clandininted@ime to think about why Edith shared this
story and who | was in the relational space astéted.

| thought deeply about my own fragilities and tharies Edith and Bella shared which
drew my memories and my ways of knowing forwardlsb thought about Edith and Bella
coming back each day to the university, sittinglobench, waiting for me to appear. Some
days | saw Edith helping Bella with her card detklmonemes or them working together on
their ever-growing vocabulary decks. When | thougfithem on the bench, working together, or
| thought of the three of us in the classroom, irggdt the table or the women at the board
writing, | experienced deep feelings of satisfacti@cause | knew myself as a member of a
community. When | thought about my membership latien to the endured hard stories the
women were sharing, | understood that in the i@hatli space between | wanted to be a listener.
Moreover, | understand the significance of gootehgg. | reflected upon some of the endured
hard stories | shared with Dr. Clandinin and | kresep listening was a reciprocal gift because
the story teller put trust in the foreground anel listener accepted the trust and in return offered

the silence of non-judgemental listening. | knews #txchange as deeply meaningful.
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Chapter 7: Spinning Jean’s Kaleidoscope A Metaphofor Experiencing Uniqueness

Before beginning this chapter, | remind myself timat group this small can be used to
prove any generalizations, but attention to thempravide takeoff points for reflection. First
and foremost [Edith and Bella] can teach me bectheseare so much like me” (Bateson, 2000,
p. 227).

During years two, three and four of my studiaset each Tuesday morning at 9:00 with
Dr. Clandinin. I liked to be early. | have a key tbe centre, therefore | let myself in, arranged
my things and sat quietly and waited. On the cacdesk, there is an array of artifacts. Most are
gifts given to Jean. There is one artifact | plathvevery week, before Jean arrives. Visually and
tactilely it is a thing of beauty. It is approximelt 25 centimetres in length. It consists of two
main bits. One bit is the shape and size of a canabroll found inside paper towels. It is gold in
colour and made from metal; the metal is twistadjlar to the cardboard roll. This bit sits on
two, tiny, ornamental, brass legs. Attached to @me of the golden, twisted roll are two
multicoloured and multi-textured glass circles andhe other end there is a glass spy hole.
When | lift it up and carefully place it before mght eye, | experience pleasure and tension.
First, | spin the outer circle and the shapes rartte@ same, however; the colours shift. When |
spin the inner circle, the shapes change rapidiiyamen both circles spin (my favourite thing to
do), the colours and shapes dance before my eyayuite finished, yet alert to the sound of the
elevator, which will carry Jean to our meetingpln the kaleidoscope in the direction of the
sunlight and spin both circles as hard as | dateappens quickly, and lasts a short while;
nevertheless | see bright lights dancing and shsipiésng. | enjoy the experience. | hear the

elevator bell, put the toy down and wait. Whenadyplvith the kaleidoscope | also experience
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tension because | never know if | should hold itapny naked, visually impaired eye, or leave
my glasses on and risk scratching the lens. | keagh way will result in a different experience.

Over the three years | have grown increasingly napggeciative of the kaleidoscope
because | have come to know it as a metaphor. &a{(@000) posited if researchers experience
their work in ways which “are interwoven and recueqthey might be able] .... to incite new
metaphors” (p. 247). Thinking about the narrativeads which emerged when | laid the
accounts alongside and thinking about Jean’s spgnkaleidoscope, | know it as a metaphor for
that which | have come to understand becausepihaiag “emphasizes the way lives mesh” (p.
246). Moreover, | know the spinning kaleidoscopsysbolic of narrative conceptualizations of
experience (Dewey, 1938).

The ‘meshing’ of lives was not something | consgaden arrived at the University of
Alberta in the fall of 2007. At that time | knew sBlf and named myself, that is (my personal
practical knowledge) (Connelly & Clandinin, 1988%, a skilled tutor, one who knew how to
teach students who struggled with literacies. Astand experiences happened, | became less
sure of what | knew and who | was. As | told, imgdi into, retold and relived my stories to live
by my ontological understandings shifted such thateasingly | appreciated the complex
kaleidoscopic, narrative conceptualizations ofisgrelationships and human struggles for what
Carr (1986) named as narrative coherence and tedas “... a need imposed on us whether we
seek it or not. Things need to make sense. Weliedhck of when it goes missing” (p. 97).
What once was a dichotomous ontological knowin@agtesian dualism of either or, gave way
to multiple and fluid ways of knowing and beingtie world which are context dependent and
understood narratively. Hence, | am tenuous agjihiiéis chapter because metaphorically |

know the world through Jean’s kaleidoscope. | wontterefore what precisely can | and do |
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know and who am | and who might | become. With ¢ghemisions, these uncertainties | want a
way forward. | remind myself of Dr. Clandinin’s regted invitation to join a larger research
conversation about the intersections of literaaies identities. Simultaneously | flood myself
with memories of Edith and Bella and | know theorges, our stories, theory and literature will
make a contribution to the research conversatidmeldh (1999) wrote “I have lived these
stories and | know their worth” (p. 31). Clinging& similar knowing, | continue.
Re-Reading for Narrative Threads

| repeatedly re- read the first six chapters aedigld texts. Having done this, | re-read
only the narrative accounts; | laid the storiesxgkide. | shared the narrative accounts with my
writing team and invited their response. | alsaratidhem with Jean. | did this in my efforts to
attend to narrative threads (Clandinin and Conn2M@0) and to contextualize “the work both
socially and theoretically” (p. 135). | was readangd thinking in my efforts to “see resonances
across the themes, topics, underlying metaphoch [gat the narrative accounts] created an
imaginative space in which we, as readers, cancpaate in a kind of dialogue with, and across”
(Clandinin, 2007, p. 323) the accounts. Througlseh@ngoing processes and through time, | also
held Jean’s kaleidoscope in my mind, wondering witauld know and experience. The
purpose of this chapter then is to pull forwarcrehces to and reminders of the stories you read
in Chapters 4, 5, and 6 in my efforts to write abtbe four narrative threads which emerged for
me. In the pages which follow you will read thesterences pulled forward and embedded
with, and woven into the scholarly, theoreticargture which has grounded my understandings.
| begin by reminding myself of Greene (1995) whka wrote

Perception always takes place from a particulatagepoint in the lived world- since

our efforts to grasp reality must, therefore, alsvhg incomplete projects- we feel
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ourselves summonsed to take the kinds of initiatihat relate perspectives into a more

or less coherent, even if unfinished whole... \4g@ms crucial is the noticing, the active

insertion of one’s perception into the lived wor(gd. 74)

Four Narrative Threads

With Jean’s kaleidoscope as a metaphor for thathvhcan see, know, experience, and
attend t8” (Bateson, 1994) and with Greene’s (1995) remindbmait perception | begin.

Holding the kaleidoscope gently before my nakedleyant the unique experience of spinning
both dials; however, | do not because | am mindfw/hat Bateson (2000) wrote when she said:

Wisdom comes not by accumulation of more and meperences but through

discerning pattern in the deeper mystery of whatrisady there... Wisdom, then, is born

of the overlapping of lives, the resonance betwstenes. (pp. 242-243)

Mindful of Bateson’s suggestion, I limit myself &osingle spin with my naked eye and |
understand by laying our stories alongside andublyng forward the importance of resonances
across stories, there are affordances. In partitharesonances afforded us new stories, which
became part of the stories we lived, told and deitwlour efforts to shift our identities in the
midst of our complex lives. This was the case bseas we lived alongside we attended to one
another, as friends do, and as a result we weterkadile to “understand from within each
individual’s storied vantage point” (Clandinin, 2Q(.324). By laying our narratives side by
side | became attentive to how each of us was epzng our living through temporal
unfolding and through the ongoing foregroundinghaf relational. Into this relational space, we

tentatively, tried out, experienced, new storiebu® by.

¥ Bateson (1994) wrote, “to attend means to be present, sometimes with companionship, sometimes with
patience. It means to take care of... Surely there is a powerful link between presence and care. The willingness to
do what needs to be done is rooted in attention to what is” (p. 109).
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With my anticipation for the spinning of both diatereasing, | proceed. As shapes and
colours intersect | am mindful of a second naretliwead. Leaning into the work of Connelly
and Clandinin (1999) the second thread which entkeogeurred at the intersections of
knowledge and context. Having narratively concelptad knowledge and context (personal
practical knowledge and professional knowledgedaages), Connelly and Clandinin coined the
phrase ‘stories to live by’ (p. 4) in their effottsnarratively conceive the intersections of
knowledge and context. At these intersectionsjestdo live by, in particular with respect to this
study, the stories of our ongoing struggles totghif identities are shaped and re-shaped.
Moreover, the intersections of knowledge and caniexe places we experienced tension.
Having read Clandinin et al. (2006) | understocat #s our alongside relationships (Clandinin &
Connelly, 2000) developed, the tension which weeeigpced in the intersections could also be
places where we co-composed tracti@tories. These traction stories became part ctitrées
we lived and told in our efforts to relive our s&xto live by.

Returning to the kaleidoscope and spinning onlytéxéured dial, a third narrative thread
emerges. The third thread is grounded in Greed®95) ideas about the importance of
inquiring into early, pre-reflective, primordialidscapes. We do this Greene argues in our
efforts to ground our early stories; to know owsslin a process of continual rediscovery; and
in our efforts to “configure what lies around [a&#&} bring patterns and structures into existence
in the landscape” (p. 73). In so doing, Greene @sgue “become far more present to our

enmeshed and open-ended selves” (p. 73). Durinupitined research conversations Edith and

® Tract from Latin tractus: a drawing out. | have @im know and name a traction story as followikd the idea
of a story drawing out (tract), particularly withilne context of an ongoing struggle to shift idiéesi | know this
struggle to be demanding, recursive and cordependent. Therefore the idea of a traction stehych draws
forward, creating momentum, joining other experenan efforts to shift an identity story is, | la®le, a powerful
story.
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Bella told hard, endured stories from their eaalydscapes. Some of the stories they
remembered, others they heard at family gathemangsstill others had been shared with them by
family, friends and health care professionals. A&sb&gan the tutoring and as our relationships
developed, each of us came into moments whenfartgto shift our stories to live by, we had
first to reflect upon our early landscapes. Thiswaecessary part of our struggle to retell early
mis-educative (Dewey, 1938) stories. Our visitthese early landscapes became traction stories
in our efforts to shift our identities.

Finally, I pick-up the kaleidoscope and hold ithe sundrenched window and the fourth
narrative thread becomes visible. This threachieekl to the importance of place in our efforts to
be recognized, storied into, and seen as one wibadmewithin a certain place. Our efforts to
story ourselves into place were part of our ongaiingggles to shift our identities. In the
following section, each of the narrative threadl be analyzed and interpreted.

Narrative Resonances Across The Accounts

When | read each narrative account as a singledatane entity | am mindful of a
number of important issues and insights. Whend tham as a set | am aware of resonances
across the accounts. This affords me the oppoyttmitcreate an imaginative space in which ...
a kind of dialogue with, and across” (ClandininQ20p. 323) the accounts is possible. And
while there are significant differences among tbeoants:

when you let your lives touch [as Edith, Bella dihve done] and make the effort of

asking questions and listening to the stories tekyyou discover the intricate patterns

of their differences and, at the same time, thesdgichg themes that all members of our

species have in common. (Bateson, 2000, p. 5)
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Three Individual Narrative Accounts and the Account as a Set

The three narrative accounts tell told storiesifiearlier landscapes and they tell stories
of our shared, lived experiences from the tutoand follow-up research conversations. In
Edith’s narrative account the reader comes to kaevoman, who believed she was
academically capable, however; she was embeddadwiome and school plotlines which
knew her as otherwise. In Bella’s account you ent&uia woman, and her family, who have
endured hard stories over the course of their lid@sl in my account you meet a child and then
a woman, who, attempted to “escape from childhaadyld life, indeed, an old secret life of
suffering and shame” (Bruner, 2004, p. 705) by tang@a non-permeable, metaphorical divide
between then and now, in my efforts to be safe. Wthe narrative accounts are read as a set,
however, other ways of knowing are afforded. Regutlrem as a set | am attentive to the
importance of the relational in efforts to shiferdities. Reading the set the reader comes to
know how each of us not only experienced our ssandive by, but also knew them as more

educative when nested within supportive communitiesh foreground the relational.
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The First Narrative Thread: Spinning the Accounts Together

Edith told many hard endured stories from her eschyool and home landscapes. She
also told stories, which she experienced as otlser{Bateson, 2000). In these stories of
otherwise, the relational, consideration for thél Wweing of another was foregrounded. For
example, Bella told stories of how her classmatdbe special education class would pick on
her, reminding her she could not return home bexhas parents did not want her. This same
group of students, when outside of the protectidih@ir special education classroom, knew they
were easy targets for bullying, by students in l@gcdasses. Edith and her classmates
understood the importance of the relational, urtdetsthey were safer in a pack and therefore
remained together. “We stuck together, we wereamrit was so hard when they got us”
(research conversation, October, 2010). Moreawethe early school landscape Edith knew the
woman, who was her teacher for the years she wasmpecial education, elementary class, as
kind and thoughtful. “She was nice; | liked hereShd stuff to make us feel good”, (research
conversation, October, 2011). From the commentsdth’s final report card, it is evident the
woman appreciated Edith and what she brought taldss: “Edith you have done well this year.
I'll certainly miss your good sense and helpingdhaext year. | wish you all the best” (Edith’s
final elementary report card, n.d.). The relatiopgbdith had with her special education teacher
was educative (Dewey, 1938). In part it allowedtEdd know school as a landscape where
educative relationships were possible. Also, Editklationship with her teacher helped her keep
alive a knowing she had about herself; she alwalis\ed she was academically capable
because she understood everything, however, she ©ouread. “The teacher | had in
elementary school, she was good; she knew | caultiel work if someone read it to me. | had

one friend and she read and | said the answerthandve would write it down. Together we
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could do it, her reading and my comprehension’g@esh conversation, November, 2009).
Moreover, Edith learned about the safety inheremma group relation forms. Finally, in the
stories we shared through the tutoring, particyldré journal stories, Edith used the pages of
her journal and my response letters to her asatiorhl place where she could work out her
frustration with writing. She was able to do thésags because they were grounded in our
developing relationship, a place where Edith fefipected and trusted.

Dear Diary, | know it's been 3 weeks since my sy, but my thoughs are inportent to

write in my Journal. | know Sandra likes to readatvham about. | know | can write her

anything and she will write it back to me. (Editfosirnal, January 2010)

| believe Edith was able to do these things ag@ationship developed, such that over
time, she increasingly knew herself and named liexsa writer. Furthermore, she felt
gradually more comfortable to express a rangealirfgs, knowing | would be reading. As Edith
progressively trusted our relationship, she trutedspaces between our journal conversations,
such that this space became a place to try oniigsnBYy this | mean, she was beginning to
know herself as a writer.

| wanted to say | like the letter Sandra wrote & ifhe letter ment all to me. | know

Sandra can understand my sayings. | have to ged oumference in myself. | have to

stop saiding that | cannot do thing and try my Meegt work. | can do it. (Edith’s journal,

January 2010)

Edith was delighted to know | could read and untaei what she had written. By
foregrounding the relational we created a spaceewige experienced herself as a writer; a
writer who could be understood and responded tantogher writer. These experiences became

traction stories in Edith’s struggles to shift isntities.
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Spinning Bella into the Accounts

Bella’s hard, endured stories of school and home Wangitudinal and generational in
that she told these stories of herself, her childned her grandson. These stories contributed to
Bella knowing teachers as persons who could natus¢éed, persons who could injure a child
and persons who would not provide her and familynimers with the education they required:

I have bad memories from Grade 2. We had this t¥aahd she was really strict. If you

made a mistake, she had a ruler and she would syoacKingers. When you were

writing something, she would stand over you andesté she saw you had written one
word wrong, she would take the ruler and hit yoamdh (research conversation,

November, 17, 2009)

When we began tutoring | was asleep to the depBebé’s distrust of teachers and
school. Moreover, | was asleep to how it was beliragvn forward into the tutoring. | was
focussed on delivering my lesson plans. Before mgkip to Bella’s stories of school and
teachers, my lesson plans reflected my personetipahknowledge as it related to the teaching
of students with learning disabilities. Reading élteounts | understand my personal practical
knowledge “... had become so habitual that [itffoecame recipes for structuring experiences
itself, for laying down routes into memory, for rastly guiding the life narrative up to the
present but directing it into the future” (Brun2g04, p. 708).

In laying our accounts side by side and thinkingalg about Edith’s meaningful
relationship with her special education teacherla@rdvorking through some of her frustrations
around journal writing by foregrounding the relatab allowed me to wakeup and see how very
hard Bella worked to live, tell and retell a stdimat included her engaging with multisensory

reading and writing instruction, including using Inand as a tool for spelling and syllabication.
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Zinesser, (1987) when describing Dillard’s memaiitiwg (An American Childhood,987) said
she was “... placing her lively Pittsburgh childdao the larger frame of the American
landscape” (22). In this same paper, when desgibar memoir, Dillard said it is “... about
waking up- about what it feels like to notice tlyat’'re been set down in a going world” (p. 22).
From this | understand | was in a process of wakipgo Bella and to myself in the ‘going on’,
temporal, narratively composed world of our classiand waking up to our efforts to shift our
identities. Moreover, | understand in the momerttenvBella did use her hand consistently, she
knew me, her teacher, as trustworthy, as someooebeleved in her and knew her as capable
and therefore was pushing her. She also knew thesgents as traction stories in her efforts to
shift her identities and know herself as clever.
The more you pushed, the madder | was. | trieédod but | thought about you pushing
so hard. | thought if she can push that hard aedssthat smart, she must really believe |
can do it. If she can believe in me and she casee®thing in me, then | have to believe
that | can do it if | am just pushed hard enougtese | knew you cared about me. The
more you pushed the more | believed in me. (rebeaynversation February 3, 2011)
Bella had a long and well developed plotline otrdist towards teachers and schools.
When | asked her to use her hand, | joined thehewzadrom school landscapes, who could not be
trusted. Over time, however, as we came to knowtiarsd the relational space, Bella was able to
experience my request that she use her hand ae afvoonfidence in her abilities. In turn she
experienced a story which she later told as aitnastory in her efforts to shift her identitiesdan

know herself as clever.
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Spinning Sandra into the Narrative:

From the outset of the research journey | lackedidence in my ability to engage in
what Clandinin and Connelly (2000) referred to mskngside relationship. | understood what
this meant based on my readings and based on pleeiences | was having with Jean, through
our weekly meetings. In part, meeting with Jeamgweek made the imagined task of an
alongside relationship seem impossible. As my aaw)i date grew closer it occurred to me |
ought to begin a process, whereby | studied Jeaauise | understood she was consistently an
exemplar of alongside. | began to take mental natelsstore them away for the future, when my
‘imagined up’ participants would be living and bitdag, complex women that | would be in
relation with. | was as Coles (1997) noted attengpto “... take stock of others [Jean], while
also try[ing] to live [my] own [life] with some sktespect” (p. 49). On occasion | came into
moments of tension with Jean and as a result Irbeganderstand that, ontologically | was not
simply on the receiving end of an alongside refegiop; | was also writing myself into it. As
Dillard (1987) noted, “... when you, you noticettlyau’re here” (p. 146). Coles (1989) said,
“supervision is after all a meeting of two persamshared possibility for each of them” (p. 8).
Understanding | was shaping our alongside relatignsharpened my appreciation of the
importance of attending to the relational. By regdhe three accounts as a set | am more
attentive to the importance of the relational, jnst as a concern | had at the outset, but also as
thread which was woven through each of our journ@¥e struggled to draw forward this thread
in the most tension-filled moments because we ka@ucative relational stories would carry us
through the places where our ways of knowing bumpedgainst (Clandinin et al. 2006) each
others’. We also knew the relational between spaa® spaces where we could try out future

stories in efforts to shift our identities.
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At the outset of the study | was nervous, howelvdonned and embodied the familiar
identity thread of expert tutor and ploughed aheatie tutoring. Through the ploughing |
became what De Marco Torgovnivk (1994) described ‘&tern arbiter of conduct” (p. 5): mine,
Edith and Bella’s. | might have continued this whsough six months of tutoring had it not been
for the research conversations and the three greeweek, when | sat in my apartment and
listened to our tutoring sessions. In the reseaotiversations and while tutoring, Edith and
Bella were telling me things, asking me to attesftering me clues and occasionally demanding
that | attend to the relational. In the researalvessations when they told hard endured stories |
ached for them and | ached for my child self, alsb endured hard stories. | also regularly
experienced white hot anger. For days | carriedradamages and moving pictures of the three
of us as little girls and the hard stories we eaduRegardless of my efforts | could not story
narrative coherence into these stories. Carr (1886fe “life can be regarded as a constant
effort, even a struggle to maintain or restore atare coherence in the face of ever-threatening,
impending chaos at all levels” (p. 91). | could taderate knowing | was contributing more hard
stories and this is what | often heard when |istkto the digital recordings of the tutoring
sessions. | needed and wanted to shift my pergwaatical knowledge (Connelly & Clandinin,
1988) such that it accounted for who | was beinthenspace between and who my being
afforded in terms of the identity stories Edith]IB@nd | were struggling to compose. By
reading Edith’s account and listening to her sttedgg know herself as a writer within the
context of our journal relationship | am able teadirn how the relational is highlighted in this
struggle. When | add Bella’s account | again hkarldud clanging of the importance of the
relational as Bella struggled to know herself @vet. Finally, this set of accounts, read as one,

draws my attention to my struggles to know and nargself as capable of coming alongside. In
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summary then, these three accounts read as agbéght the importance of the relational as one
struggles to compose future educative stories.
The Second Narrative Thread: Struggles to Shift QuiStories to Live By

With both dials spinning | see shapes and colmiessect and the second narrative
thread is visible. Having narratively conceptuaizmowledge and context (personal practical
knowledge and professional knowledge landscapes)né€lly and Clandinin (1999) coined the
phrase ‘stories to live by’ (p. 4) in their effottsnarratively conceive of the intersections of
knowledge and context. At these intersections staries to live by, our ongoing struggles to
shift our identities, were shaped and re-shapech Baus began the study wanting to shift our
identities. Edith and Bella self identified as wagtto improve their literacies. When asked on
the first day of the study “Why they wanted to papate and what they expected to learn?”
Edith replied:

| hope to butter myself.

| hope to help my daughter and students.

| like to help Sandra in her studies.

| like to be butter in very day live. (personal goomication, November 2009)

When asked the same question Bella replied:

| want learn more about myself How | am Learn.

| want get bet in my school work.

| want to learn ways to make it stay in my headen@personal communication,
November, 2009)

And had | asked myself to answer a similar quedtiwwould have replied:
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| want to learn to be in relationship such thaml @ot regularly concerned that my
actions will result in the other person decidindraxture the relationship. De Marco Torgovnick
(1994) wrote “keep it unspoken and it may not happeMemoir is saying it out loud. It
contradicts the rules of silence” (pp. 177-178hadl tried for years to silently rid myself of this
concern; | was unsuccessful.

Today | understand each of the answers to the igne8ivhy they wanted to participate
and what they expected to learn&s issues of identity within narrative conceptwlans of
identities and identity shifts. Beginning with thetion of humans as story-telling creatures
(Heilbrun, 1988; McAdams, 1993; Connelly & Clandini999) who live and tell stories as they
struggle to compose narrative coherence (Carr,)1ia86their stories to live by (Connelly &
Clandinin, 1999) | understand Edith, Bella, andergvengaged in struggles at the places where
our knowledge came into tension with context.

Connelly and Clandinin (1999) wrote “we became ifeated with trying to understand
teachers as knowers: knowers of themselves, afsltaations, of children, of subjects, of
teaching, of learning” (p. 1). In their effortscdonceptualize teachers as knowledgeable they
thought about the experiences teachers have: rasgnt and future. They coined the term
‘personal practical knowledge ‘to describe how bems “reconstruct the past and the intentions
of the future to deal with the exigencies of a pregsituation” (Connelly & Clandinin, 1988, p.
25). Over time they saw this knowledge as a stonadative knowledge. They also understood
“that knowledge was both formed and expressedimests” (Clandinin & Connelly, p. 4,

1995). From this understanding they coined the fanofiessional knowledge landscape which
they argued is “composed of a wide variety of congmis and influenced by a wide variety of

people, places and things” (Clandinin & Connell99%, p. 5). With these two narrative
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conceptualizations in place Clandinin and Conngtlyght to narratively link knowledge,
context and identity and hence the term ‘storids/eoby’. Stories to live by then “refer|[s] to
identity, [and is]... given meaning by the narratisnderstandings of knowledge and context”
(1999, p.4).

Bella, Edith and | began the study together. Edalsdiad uniquely different narrative
life histories, which “reflected a person’s lifestory- and social — reflecting the milieu, the
contexts in which we lived” (Connelly and Clandinir®95, p. 5). Our temporal, storied
knowledge landscapes were composed “of a widetyasfecomponents and influenced by a
wide variety of people, places and things” (p.N8@reover, our life stories, our experiences
“grew out of other experiences, and experiences tedurther experiences” (Clandinin &
Connelly, 2000, p. 2). It was into this complex touaity that an enmeshed set of stories to live
by sought to shift, such that we would “generatew relation between a human being and her
environment-her life, community, world” (ClandinghRosiek, 2006, p. 39). It was the relived
stories that each of us was eager for. Connelly@addinin (2006) wrote, “although it may be
difficult to retell, and therefore, write one’sdifit is significantly more difficult to relive, tive
out the new person” (p. 476). It was at the intetieas of knowledge and context that we
experienced spaces where we could tentativelyutyraction stories as part of our ongoing
struggles to shift our identities. In the sectiamat follows | will pull forward references to and
reminders of the stories you read in Chapters 4n8,6 which illuminate these struggles.

For me, one of the most significant tutoring exgeces occurred on February 11, 2010.
| have come to know this moment as a traction stdrlge the idea of a story drawing forward,

particularly within the context of an ongoing stglgyto shift identities. On February 11, 2010,
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Bella and | were in the midst of co-composing attom story at the place where context and
knowledge intersected.

Bella was at the board. | asked her to write aeserd which included one of the
vocabulary words we were working on. She wrotengixds and then stood back, just as | had
instructed her to do. She proceeded slowly, she tteawords softly to herself and she used her
hand in efforts to match sound to symbol. Each simewrote a new version of the sentence it
improved, such that through four iterations, | wasreasingly, able to decode what she had
written. Initially, when | attempted to read hengnce, my reaction was to verbalize the process
| wanted Bella to follow. | did not do this becaukeing a research conversation (February, 3,
2010) Bella poignantly described her discomforising her hand as an aid for spelling and
decoding.

Well to me, | feel like I'm a retarded person, leu know? | just — I'm the kind of

person that doesn't like, want to look bad, I'm saying that | want to look smart, but |

don’t want to look stupid either. Using my handedl like it, | feel like it feels stupid or
retarded, just it makes me feel so uncomfortalid,iés like, and it’s like sticking me in

a room with a bunch of ten men that are just likesg, and | just feel so uncomfortable

so | just want to get out of there, right? (reska@nversation, February, 3, 2010)

This story was hard to hear because | understoadkimg Bella to use her hand, | was
causing her to experience acute discomfort. Hellfii®89) wrote about women speaking
profoundly to one another. | understood Bella’slagy of using her hand to being in a room
filled with men was her speaking profoundly to heas not completely able to understand the
temporality of her knowing or precisely how it wasing drawn forward into tutoring, however,

Bella’s words were enough; | decided to stop agdkisgsting. This was a decision not grounded
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in my personal practical knowledge (Connelly andr@inin, 1988) of the best pedagogies to
engage when instructing students with languageebditieculties. Rather, it was a decision
grounded in my desire to foreground the relatioBalla is my friend and | did not want to harm
her and I understood | was. It was grounded in esgird to see Bella big (Greene, 1995) and
therefore “resist viewing [Bella] ... as [a] melgexct or chess piece and view [her] in [her]
integrity and particularity instead” (p. 10). Amdmy silence, and much to my surprise, Bella
proceeded in a way which mirrored my personal pracknowledge. Within the context of the
moment and within the context of our developinghgkide relationship Bella and | created a
traction story which helped us know ourselves agmtise (Bateson, 2000), because it helped us
shift our identity stories and because it helpein@v our lives as a process of becoming
(Greene, 1995).

Separately we knew the world differently. | wasadetined to insist Bella use her hand;
she knew her compliance to this demand/requestdvesiult in acute discomfort. This tension,
however, was experienced within the context ofdeweloping alongside relationship. Within
this context, | knew to remain silent in my effoidsbe cognizant of who | was. | wanted to be
supportive of Bella; | wanted to be worthy of herst and friendship. Into this relational context,
Bella did things which she had told me caused tiexperience acute discomfort: used her hand,
stood back, sub-vocalized and corrected. She ésktthings in response to a request made by
me and she did them within the context of our dgwielg relationship. She wrote a magnificent,
almost error free sentence and more importantky ksiew this experience as a traction story in
her efforts to know and name herself as clever.

Later when Bella commented on this experience alie s
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When you said, Bella, you got it, you are doindlyaaell. | thought | am so normal, |

got it. | can walk and be like other people. Fattbecond it just felt so good...Sandra

what you gave to me | can’t be bitter. What youagavme a little bit of a light, | can do

it. If I can do it, why should | be bitter? (resgfaconversation February, 2011)

From this | understand what we know is indeed ddpeton the context or contexts
(physical and temporal) embedded in the experidd@sed on my extensive training, | knew to
jump in, to redirect in efforts to increase the tu@mof successful literacy experiences Bella had.
My urge to jump in was based on what Craig (19%3cdbed as “a sacred theory-practice story
whose theory-driven plot line shapes the landstageeducators come to know” (p. 151). Bella
knew to balk at requests/demands from teachersdhalted in her experiencing discomfort.
These two ways of knowing bumped up against (Clandit al., 2006) each other within the
context of our developing relationship and someglutherwise (Bateson, 2000) occurred. |
remained silent and Bella wrote a magnificent secegel remained silent because | had come to
understand the stories | lived whilst a studethatAcademy of Orton-Gillingham Practitioners
and Educators (AOGPE) and the stories my AOGPE#&raacmagined and which they taught to
me (Connelly & Clandinin, 1999), were inappropritdghe context of the story Bella and | were
in the midst of co-composing. | knew the AOGPE wtoas inappropriate, and | knew putting it
aside put me in conflict with the ongoing professilbdevelopment which | regularly engaged
through the electronic conduit of the Academy. dlenstand this moment and the tension as a
border. Connelly and Clandinin (1999) posited “ysdmark the dividing places. Borders say
that something different is about to begin” (p. l@klla and | each have unique personal
practical knowledge. Within the context of thisrgt(past, present and future), our ways of

knowing came into tension, such that borders mavkeat we knew and what we might know.



200

The border demarcation was also shaped by tempyoasliwe were both drawing forward
knowing based on past experiences. Yet the bordsralso embedded within the context of a
developing alongside relationship. This affordedldand me to be otherwise, to live and co-
compose our stories to live by in educative wayswBy, 1938). We were trying to create new
stories by “rethinking and extending [our] storiedive by with respect to” (Connelly &
Clandinin, 1999, p. 96) our personal practical kiealge and within the context of our
relationship.

This storied experience is now part of how | knoyselif as an educator. | know myself
desiring to, and capable of wading into the refaispace. And in that moment, Bella knew
herself as normal. This story also serves to remiadhat our efforts (Bella’s and mine) “to
story tell, to be in relationship, and to reflepba actions taken and things thought” (Clandinin
and Connelly, 1995) were ongoing and part of otoref to relive our stories to live by. One
traction story, thick, rich and educative (Dewep8pand therefore our efforts to shift our
identities, to write our lives (Heilbrun, 1989) wealragged forward in the midst of our ongoing
struggles.

A second story which foregrounds the intersectmfriisnowledge and context is drawn
forward from a story Edith and | experienced adiwetl alongside one another through six
months of tutoring and as we woke up to each asletdries to live by (Clandinin, 2007). By
listening to the recordings of our research corat@as on a number of occasions, there were
affordances. Listening and experiencing throughioeative inquiry three dimensional space
has allowed me to consider “the complexity, thetiplitity, and the reflexive nature of our
lives” (Clandinin et al., 2006, p. 114). When | let&dith’s voice and experienced the stories

she was sharing, | shifted through contexts, baowad forwards in time and | travelled with
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Edith as she shared her feelings. When Edith brioihghcamera to my office to share the
photographs she had taken as a result of my rethesthe show me, with pictures, what it
means to live with literacies less than she degsimedhad known each other for six months.
Through this time and as we shared experiences] thme to deeply respect Edith and her
ongoing, never ending efforts to know and namedikss literate. | had not, however, given my
attention over to knowing Edith as a mother. Whaa Isrought the photographs and when |
downloaded them onto my computer, | was silentleddned to Edith tell stories. And later
when | asked Edith to select six photographs whiahbelieved best illustrated the stories of her
struggles with literacies, | noted that five of thietures included stories about her daughter.
As Edith pointed to the picture and shared helieddrunderstood “visual narrative
inquiry combines the use of storytelling with phgtaphs to express life experiences” (Bach,
2006, p. 289). Life experiences which, to datead been asleep to. Edith’s photographs,
alongside her stories, “altered and enlarge[d] [myptions of what is worth looking at”
(Sontag, 1977, p. 3). As | listened, looked, exgrered, | woke up to Edith, the mother of
Martina. When describing the sign picture, Editidsa
| can read the signs to my daughter and | do. Martina’s teacher. When we are out, |
show her things, | point them out to her, | teaehdo she can be independent. She can
do lots of things, if you give her a chance andpsupher at the beginning. | know what
it is like to feel sheltered because of limiteéd#cies; the way you feel about yourself is
not good. | do not want these feelings for Martinasearch conversation, May, 2010)
In reference to the photograph of the tiny murahiga on the side of an electrical box,

she said:
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| know | am growing and | know | am sharing my gmgvwith Martina and this makes

me very happy and proud. From the day | found autid pregnant | wanted to be a good

mother. | wanted to be all the things for my chidhich my mother never was. (research

conversation, May, 2010)

When describing the picture of the large shoessai

When my child came along, | knew | had to alway®be step ahead of her. | realized |

had very big shoes to fill, like the shoes in tietyre. | wanted to be a good parent to my

child and I knew this included being able to rgaesearch conversation, May, 2010)

Edith shared these photographs and the accompasiyings in my office. This was a
place where we both felt comfortable. Here “ouatiehship became a more reciprocal one in
that we shared stories and could better supportinather” (Hollingsworth, 1994, p. 137). This
was the case because over the months we had ceedtgthm to the conversations, one which
we most often followed. Edith would arrive and weuld begin our conversation. About 45
minutes in, we would take a break by walking owethe coffee shop and purchasing a drink.
Upon our return we would continue for another hauso. It was in the physical space of my
office, two chairs and a small table, no white looair any class work to be done, that we chatted.
It was also into the context of our developing tielaship that Edith shared the pictures and her
stories of them. In this space we knew ourselveeras friends, because the tutoring did not
occur in this room and because we had both shametidmdured stories of our lives. We knew
each other as trustworthy and we knew the spanerasierarchal.

It was in this space (physical and relational) vehidsegan to wake up to Edith’'s complex
stories of herself as mother. This was importantife to wake-up to because it deepened my

understandings of Edith’s struggles to shift heniities. Moreover, knowing Edith as a mother,
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struggling with a daughter, allowed me to expergeher and the common narratives (Bateson,
2000) we were living out. Bateson wrote, “the syamess of others is most off-putting when it is
experienced as static, most approachable whemét iwithin a narrative of continuing
development” (p. 5). As our relationship developed as we knew each other in different
contexts (physical and relational) | experiencedatfydrawing Edith nearer and knowing and
naming our friendship as something I increasinglped. | was able to “look newly and clearly
not only at [myself] but also at another, findingt only strength but also variety” (Bateson, p.
8).
A Third Narrative Thread: The Importance of Inquiri ng into Early, Pre-reflective,
Primordial Landscapes

Returning to the kaleidoscope and spinning theutexit dial, the third narrative thread is
visible. The third thread is grounded in Green&%96) ideas about the importance of inquiring
into early, pre-reflective, primordial landscap@seene posited “on the original landscape where
an individual is grounded, where her or his lifgjée, there is always a sense of consciousness
being opened to the common” (p. 75). We must thate original landscapes Greene argues, in
our efforts to ground our early stories; to knowsalves in a process of continual rediscovery;
and in our efforts to “configure what lies arouad]we see patterns amid structures into
existence in the landscape” (p. 73). In so doingeB@e argues, we “become far more present to
our enmeshed and open-ended selves (p. 73).

During research conversations Edith and Bella halidl, endured stories from their early
landscapes. Some of the stories they remembeteelsahey heard at family gatherings and still
others had been shared by friends and health cafespionals. In telling these stories, they had

“shaped the materials of lived experience intoatare[s and had come to know this] to be a
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source of meaning making” (Greene, 1995, p. 75)wAdegan the tutoring and as our
relationships developed, we experienced tensiomwine narratives we had constructed no
longer served as we struggled to compose storigitioand relive (Connelly & Clandinin,

2006) our stories to live by. Merleau Ponty (1964Qte, “a route, an experience which
gradually clarifies itself, which gradually recé$ itself and proceeds by dialogue with itself and
with others” (p. 21). As Bella, Edith and | strugdlto shift our identities, and as our
relationships developed, possible routes emergédndinenced the experiences we were
having.

We began the study wanting to name and know owgsels otherwise. As was noted
above, Edith wanted to name herself as a capalderst, a belief she had as a young child,
however, because of the many and varied landscdyeetsved upon, she was not afforded
experiences which would have allowed this storgewelop. | wanted to name and know myself
as capable of alongside relationship, capableoofighing within a community.

Greene (1995) argued, “from the vantage point@ifuated consciousness, perspectives
are opening up, vistas are appearing, shapes-geshailows too-are making themselves visible”
(pp. 75-76). As our alongside relationships devethphese vantage points appeared and
afforded us opportunities to know and name ouryearidured hard stories in educative ways.
For example, when we read book one of Kit PearsbhésGuests of War Trilogie$998) Edith
was afforded an opportunity to think anew aboutrheve from her parents’ home to her
grandparents’ home. This was the case becauseati@bout the agonizing process Gavin and
Norah’s parents experienced as they struggleddmeevhether or not, they should send their
children to the safety of Canada as the war ragé&tirope. Moreover, she read about how hard

Norah, the eldest child, fought against the denisixlith said she related to Norah and how hard
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it must have been for her to be sent away. It Wasatt of being sent away, being forced from
her home, that both Edith and Norah endured. Whenread about Norah’s efforts to get her
parents to change their minds, Edith was deeplyaddecause she saw herself in Norah.
Samura (1998) noted:
What one remembers must always be reinterpretighinof new knowledge and in the
context of new experiences. What and who is remeaab¢hen, is not some perfectly
preserved fragment of experience or identity frbm past but, rather, is an image that is
newly understood and resymbolized in the presen210)
It was this reading, this reflection on her eadgdscapes which allowed Edith to report
to me:
My life was a big sorrow. If the teachers put tinigEdith was referring to multi-sensory,
direct instruction) to their knowing back there dratk then, | wouldn’t feel so bad. |
can’t change it. | am still there; | can’t shifofn those sorrows. My shifting is through
reading books. My crying when | understand a b&bklaughter when | read and

understand that is my happiness, my shift. (rebeaoaversation, September, 2010)

By visiting her early landscapes, Edith was ableetate to the character Norah. Lugones
(1987) described loving playful attitudes as atlési which “carry us through the activity” (p.
16). As Edith read she was travelled temporallgdoearly landscapes. She did this within our
developing alongside relationship. A place wherlgiew herself and me as

not self-important, we are not fixed in particutanstructions of ourselves, which is part

of saying that we are open to self-construction.i& not have rules, and when we do

have rules, there are no rules that are to usaadre are not worried about competence.
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We are not wedded to a particular way of doingghirwhile playful we have not
abandoned ourselves to, nor are we stuck in, articpiar “world”. We are there
creatively. (p.16)

Edith’s playful construction of the character ofrilo allowed her to know and name
herself as literate because she read, understabrekted to the text. In travelling to Norah's
world and in getting to know her, she also camlentmw herself differently. Greene wrote about
this connecting of past experiences to preseningadhen she said:

meanings derived from previous experiences oftat their way through the gateway of

the imagination to interact with present-day exgeces. When aspects of the present are

infused by materials originating in the past, theralways a re-viewing of the past. (p.

76)

As Edith was experiencing a deep connection to N®she was also afforded an
opportunity to know herself and name herself &sdite. Being alongside Edith through this |
was afforded an opportunity to reflect upon my rsghool experiences of reading American
author Pat Conroy. “Looking back, | find myself sggpast experiences in new ways- and |
realize what it means to say that | have lived possible life among many” (Greene, 1995, p.
77). In Conroy’s booKThe Great Santinil imagined myself into the life of the protagdrisen,
as he struggled to grow into adulthood alongsidalemholic father. Reading this novel |
understood some of my struggles with my own fa#imet | understood a love-hate relationship
with an alcoholic parent was possible. As | obséiZdith engage with Norah in ways which |
named educative, | was able to “restore visibtlityhe shapes of [some of my] primordial,
perceived landscape[s}” (p. 77) and, in so doimppraciate there were indeed many moments

when | went to great lengths in my efforts to lowg father. This story continues to shape my
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stories to live by as cognition increasingly sliggn my father; | am glad to know he was a
father | struggled to love. Moreover, it has andliswing me to know some of my early endured
dysfunction as stories which are “malleable andtifageted, not rigid hollow shells shaping the
lives of people” (Gergen, 2004, p. 274). | am didte

Bella was also afforded opportunities to think abhebat might have been as she looked
back and reflected upon some of the stories fromeady landscapes. Bella shared many hard
stories which contributed to a plotline of distrake developed towards schools and teachers.
During a research conversation (February, 2011aBélared the following:

| get frustrated and mad. | get really angry beedusways ask myself, what happened,

what makes one person really smart so they can gohtool and learn? | see people go to

school and they get it and then another persort.dawas easy to blame school and the
teachers. But you know, Sandra who chooses thdit’riot want to believe it was me,
because that is a real hard thing to look at.

From this | understand Bella was reflecting ongletline of schools and teachers as
untrustworthy. She was asking herself some diffiquestions and, in so doing, began to
consider the possibility that schools and teachverg not the only reasons for her difficulties. In
these moments she was threading the complexitibsrdife into how she understood where she
was and how early stories and early landscapesdhap continued to shape her efforts to

compose her life.

Sunlight Makes Visible the Final Narrative Thread
| hold the kaleidoscope up to the sundrenched wingiad the fourth narrative thread is

visible. This thread is linked to the importanceptsce in efforts to be recognized, storied into,
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and seen as one who belongs within a certain piaé. Edith and | leaned into the narrative
conceptualizations of place (Clandinin & Conne#l900) as we struggled to compose future,
educative stories. Edith repeatedly situated hieas¢he university, with a university teacher, as
part of her ongoing efforts to know herself, nareeskIf and be a member of what Smith (1988)
referred to as a member of the literacy club. Smthile writing about learning, posited that
personal perception, that is, belonging to the @duilnandatory in order to learn. He wrote “if we
see ourselves as members of a club, then we calp'idarning to be like members of the club
(1988, p. 48). Moreover, Smith argued, “if we dd belong to a particular club, then we do not
appreciate ourselves to be people who are membé#rataclub.... We cease seeing ourselves as
“that kind of people”. (p. 47)

In a research conversation (November, 2010) Ethidénezl the following:

We didn’t have many friends coming over to the leolecause we were like outcasts; we

were the shunned. Other parents would not allow théldren to come over to our

house... It was degrading because the other sttdedtparents who cared and ours

didn’t. I was teased because of my parents. Sorastine went to school in unwashed,

dirty clothes. Sometimes we didn’'t have breakfadtioch. There were six of us

children, so everyone knew about our family. Treekers knew what was going on at

home; some cared, but most didn’t. There was aaehtr who brought us food, but that

made it worse, because the other children wouldtps out and say we were getting

favouritism. We were teased because of our fammty lavas excluded because | was in

the special class, but it’s all rolled into one.

From this | understood there were two clubs (Sni®88) which Edith was excluded

from. The first club Edith was prevented from papating in was a cohort of friends. Because



209

of her home and family life, Edith did not develépendships. In addition, because of her
longitudinal placement in a special education ¢l&stth never knew herself as a member of the
literate club; a club where members could readtewaind comprehend with ease. Lugones
(1987) wrote:

in a “world” some of the inhabitants may not undensl or hold the particular

construction of them that constructs them in thedrtd” So, they may be “worlds” that

construct me in ways that | do not even underst@rdt may be that | understand the

constructions, but do not hold it of myself. | magt accept it as an account of myself, a

construction of myself and yet, | may &eimatingsuch a construction. (p. 10)

Edith wanted and continues to want to name and Kmenself as a member of the literate
club. She struggled to compose stories where skBeka@wvn as literate. In her struggles, she had
come to understand the grand narrative (Lindemagisdd, 2001) of ‘the university’; therefore,
she was eager to compose stories set within th&qalycontext of the university.

Initially | was not awake to this. Greene’s (197ipYion of ‘wide-awakeness’ “... by the
term “wide-awakeness” we want to donate a planecarisciousness of highest tension
originating in an attitude of full attention todifand its requirements... This attention is arvacti
not a passive one” (p. 121), allowed me to atté&sdEdith repeatedly named the tutoring as “my
classes at the university” and as she repeatettlydinced me as “my teacher at the university” |
began to ‘wakeup”. Through this | wondered what lddwave happened if we had conducted the
tutoring in a place other than the university. Heauld a non-university tutoring location have
shaped Edith’s efforts to story herself into a ensity, and in so doing, shift her identities? |
also began to wakeup (Greene, 1977) to Edith’stigemaking efforts to shift her stories to live

by. Given the tutoring occurred at the universigjth saw herself as a university student, she
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knew herself as belonging to the university. Ine@pdly naming me, to her friends at the adult
literacy centre, as her teacher at the university,only was Edith leaning into the physical place
of the university: those tall buildings on the $oshore of the river, she was also putting herself
and me (the university teacher) in a dynamic angractive relationship. In her journal
(December, 2009) Edith wrote, “I am very happy | @ong to the University for classes. | can
learn alot from Sandra. | get very excide aboutabass. | tell everybody about them.”And as we
negotiated her narrative account (June 13, 201 Baid:

Initially | felt honoured that someone recognizee for who | am and for the hard work |

do to improve my literacies. You were not seeing asea statistic. | thought | would

never do something at a university. You have terbart to go to university and you have
to read and be good at it. In the study | was &ersity student and this was important
because none of my siblings went to the universityever thought of going because |

did not have enough education, even though | gtadutom a high school program.

Being asked to come to the University for the stu@s the biggest gift someone ever

gave me.

Tuan (2001) wrote, “space is transformed into plaseit acquires definition and
meaning” (p. 136). The university was one such ele Edith. She knew the grand narrative
(Lindemann Nelson, 2001) of the university. Shewkiiteas a place where smart people go after
completing high school. She knew it as the largkbalildings on the south side of the river. And
she knew it as a place where a literate identitg agesumed, such that those who attended were
members of the literate club, a membership she demperate for. Before the study began
Edith’s lived experience also resulted in her krmmgvthe university as a place where literste

people went to study therefore it was not a plaberes she was welcome. This knowing had a
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past, it was grounded in her experiences with dchad it was grounded in her identity as
woman wanting to be more literate. As Edith cordihuinteracted with the built form (an
existential condition) of the university and withejrher university teacher, also an existential
condition (Clandinin & Connelly, 2006), she shatest stories of her university life with other
people in her social context. Being a studentatthiversity and sharing these lived experiences
gave traction to Edith’s efforts to shift her idéies and know and name herself as literate. As
she struggled to story herself into the grand tiaeaf the university | began to understand the
centrality of place, the university. It also alladvene to deepen my understandings of the
complexities of Edith’s life. Each day she left iemmme, her husband and her daughter and she
came to the university, where she experienced Tog university was a place where she was
learning, where she experienced joy, where sheregsected and where she was engaged in
meaningful relationships with women she increasimgired for. Each day she left the university
and she returned to her home context where sh&neagn and named in other ways.

Once the study began Edith knew the university ptaee where she was experiencing
joy for the many things she was learning. Thusuhizersity became a personal “center of felt
value” (Tuan, 2001, p. 138) and her depth of sesninfor the place grew with each passing
week. This was the case because it was at thersitivevhere Edith was cradled within and was
co-composing alongside relationships, while impngvher literacies. This allowed her to know
and name herself as literate, a member of the®I&bom this | understand how very important
it was to Edith that the study occurred at the @laicthe university because the place allowed her

to story herself into the grand narrative, and aswhelping her attain a strong sense of self”

# Earlier this month | accompanied Edith to a meesihg had arranged with an intake worker at a loafiége. In
January of 2012, Edith is scheduled to begin list ¢ollege course as part of her dream to becoteacher’s
assistant.
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(Clandinin & Connelly, 2000, p. 52) as literatepsaihing she had struggled to do for many,
many years. Basso (1996) wrote:

The experience of sensing places, then, is botproeal and incorrigibly dynamic. As

places animate the ideas and feelings of personsatténd to them, these same ideas and

feelings animate on which the attention has beetoled, and the movements of this
process- inward toward facts of self, outward tavaspects of the external world,
alternatively both together- cannot be known inaacbe. When places are actively sensed
the physical landscape becomes welded to the lapdsof the mind, to the roving

imagination, and where the mind may lead is anylsoglyess. (p. 55)

From all the stories Edith shared and the storiexevcomposed | understood Edith was
eager to weld a story of herself as university stiidnto her stories to live by. The place of the
university and me, her university teacher were phher efforts.

Thinking about this story through the narrativeuimyg three dimensional space | imagine
Edith as she moved between her remembered pashwpRcific landscapes (school and home)
where many of her told stories were mis-educativéhe temporal moments of our study where
she was “imaginatively constructing an identity tbe future” (Clandinin & Connelly, p. 55).
Edith knew this imaginative struggle as hard, caxrpnd fluid. Crites (1979) noted “for any
experience, too, is an achievement of aesthetiereolce [and] experience is an imaginative
construction” (p. 107). By leaning into the grandrrative of the university, Edith was
struggling to compose a story which included hea asiversity student, therefore as one, who is
capable and one who is assumed to be as succepsfuthe landscape. Bruner (2004) wrote:

The culturally shaped cognitive and linguistic @eses that guide the self telling of life

narratives achieve the power to structure percépgix@erience, to organize memory, to
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segment and purpose-build the very “events” offa. lin the end we become the

autobiographical narratives by which we tell abauit lives. (p. 694)

Edith wanted to live the story she was telling fiends, a student at the university. The
university as place was a crucial element in herysbecause it had the power to “... shape and
constrain the stories that are told or, indeed{ toalld be told” (Bruner, 2004, p. 703). She
wanted to be, as Lugones (1987) described “at maaeparticular “world”. [Edith wanted t0]
know all the norms that are to be followed,... kralixthe words that there are to be spoken [and]
know all the moves” (p. 12) such that she was dident university student. Edith wanted to
name and know the university as a “world” in whgtte was familiar and comfortable with.

This story also allowed me to think about my owruggles with place. As | thought
about Edith and her efforts to story herself irtte university | was afforded opportunities to
help me think about other ways to explain my stteggvith place. This was exciting because |
understood it “might lead to further retelling[¢[Clandinin & Connelly, 2000, p. 60).

| thought about place as | struggled to composestogies to live by upon two, distinct
landscapes. My ‘toing and froing’ between south@mtario and the western Canadian city
where | pursued my PhD followed the schedulinghima of the university and occasionally the
demands of a family. As | moved back and forth,aswegularly mystified as | sat through the
four hour plane ride. This was the case becauseuldvget to wondering about the person | was
leaving behind and the person | would soon bechmgones (1987) noted, “those of us who are
“world” - travellers have the distinct experiencebeing different in different ‘worlds’ and of
having the capacity to remember other ‘worlds’ aodselves in them” (p. 11). On the western
landscape, | was a doctoral student and on theredsindscape, a mother, daughter, wife, tutor

and friend. | do not mean to suggest | was evallyobne without the other; rather the two
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places drew forward different threads of my ideesit | felt unable to draw the bits of my
identities together, such that my friends and faroih either landscape might know me in the
fullness of who | was becoming. This inability waengthened by the acute differences
between my living on the two landscapes. On théeeadandscape, | was a homeowner, who
enjoyed living in a glorious and spacious home ti@nwestern landscape, | lived in what | came
to refer to as a wee box, also known as studensihguHaving visited my bachelor pad, my
western friends got to calling me, Jack-in-the-b®kere were also acute differences in the
landforms. While | came to deeply appreciate tipstrtook into the Rocky Mountains, | longed
to set my eyes upon the Great Lakes and feel mggediiaced by humidity. The two landscapes
were also different in that in the east | had a amad in the west | had a bicycle. | came to
experience my stories to live by, my identitiesaasately different depending where | was. | was
aware of the differences and | was searching fawvag to draw them together because |
experienced discomfort when friends and family miod know the me | was becoming. Lugones
(1987) described the shifting as follows, “one does pose as someone else, one does not
pretend to be, for example, someone of a diffepensonality or character or someone who uses
space or language differently than the other pérgoril). | wanted a way to draw my stories to
live by together because | knew and experiencedited was becoming as the best possible
version of self. Carr (1986) referred to this as@ture in my narrative coherence. He argued:
Narrative coherence is what we find or effect incmof our experience and action, and
to the extent that we do not, we aim for it, trypt@duce it, and try to restore it when it
goes missing for whatever reason. (p, 90)
| was searching for a way to make sense of myoliféwo distinct landscapes, similar to

what teachers (Huber, 1999; Whelan, 1999) descrdamedhe lack of coherence which they
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experienced as they moved between in-and-out-ofsdam places in the professional
knowledge landscapes (Clandinin & Connelly, 1995).

In the winter of the third year of my studies, ngupgest daughter came to visit and in
the winter of fourth year, my eldest came. Botlisgaccompanied me to my weekly meeting at
the CRTED. It was at these two separate meetings whbaghn to appreciate, it was not
physical geography which was preventing my girtsrfrknowing me on the western landscape.
Rather, it was my willingness, or a lack theretofallow my daughters to see and know me upon
the places on the landscape. | also understoodhdnagad Clandinin and Connelly (1992), that
my daughters’ narrative unities were composed fppavious experiences and these experiences
were helping the girls compose meaning as theyesh#yeir present and future stories. Hoffman
(1989) wrote “the country of my childhood lives it me with a primacy that is a form of love”
(p. 74). | understand she was referring to a sjgep#riod of time and to particular places. |
knew | could do nothing to physically unite the thamdscapes. However, reading Hoffman
allowed me to understand | could metaphoricallyndtiae two landscapes together by allowing
my daughters to experience my identity threadfi@g visited me. | went to the weekly research
issues meeting knowing it as an opportunity forgms to experience their mother as: a trusted
colleague, a scholar in training, a hard workingtdml student and, perhaps most importantly,
as a woman committed to living alongside relatigpshl wanted to co-compose moments with
the girls so they were afforded opportunities tpasd their narrative unities, such that they were
able to experience the identities | was struggtmgompose on the western landscape. | had an
imagined plan and | was hopeful for an opportutotiive out the plan. Carr (1986) noted:

But the narrative coherence of a life-story israggle nevertheless, and a responsibility

which no one else can finally lift entirely frometlshoulders of the one who lives that
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life. It is struggle with two aspects, furthermoas, we have already seen: one to live out

or live up to a plan or narrative, large or smaéirticular or general; the other construct

or choose that narrative. (p. 96)

| was afforded this opportunity within the CRTEhi3 was the case because like Relph
(1976) | understand “the essence of place liehénlargely unselfconscious intentionality that
defines places as profound centres of human exsstép. 43) and his idea that “the relationship
between community and place is ... a very powerfid in which each reinforces the identity of
the other” (p. 34). Inviting the girls to meet Jemmd to join me at the weekly meeting | was
afforded the opportunity to lean into the specdancrete place of (CRTED) and to lean into
what Connelly and Clandinin (2006) described asciramonplace of sociality. By this | mean |
leaned into my past (CRTED) experiences as a pldee | imagined, hoped and felt deeply
alongside trusted colleagues. Both of my girlseMawvited to speak at the meetings, and both
accepted. As | listened to them | was pulled uprtsfiderdeman, 2003). As they spoke |
understood my knowing of my daughters, my assumptiof them were “thrown into doubt”
(Kerdman, 2003). Just as | had spent the previeassystruggling to compose my stories, on the
western landscape, my daughters’ stories to lifdhédg not been static. They too were “in the
midst of living and telling, retelling and relivinghe stories of the experiences that make up
[their]... lives” (Clandinin and Connelly, 2000, p0). Carr (1986) reminds me, “... the past is
still viewed in light of its connection to preseand future in an ongoing project” (p. 98).
Understanding this | was able to know myself andgmig’ stories to life by “as in the middle of
a nested set of stories” (Clandinin and Conneld@ p. 63). A narrative conceptualization of
stories to live by allowed me to experience thistimg within temporal shifting, such that | was

hopeful.
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My memories of my eldest daughter’s (Kalaneet'sjt\are more vivid because less time
has passed since she was here. | have therefaserchminclude this story from Kalaneet'’s visit.
| remember she began speaking by telling a litdeabout herself and what she was presently
doing. She completed this brief autobiography bgcdeing how she and | began our studies at
the same moment: she an undergraduate studehé @&dyal Military College and | a PhD
student. She also spoke about her happiness foogpertunity to see me as a student at
university and for the chance to meet with my fderand colleagues. | was so moved by what
she said and | experienced deep feelings of pride.

It was my turn to speak after Kalaneet finished.ewhattempted to speak | was leaking.
| remember lifting my right hand up and placingaiong my daughter’s left cheek and then |
began to weep (something | had not previously danResearch Issues). | had thought deeply
about what it was | wanted to say (Carr's 1986)ahted to speak to my colleagues; | wanted
them to know me as a mother. | wanted to speakytehmid, so she might know me as student
and as a woman, who had shifted her ways of kngveingh that | was now capable of alongside
relationships. Regardless of my plan, | was inclgpabuttering a single word. Just as Edith was
leaning into the stories of the university, | ledneto the place of the (CRTED) to carry my
desired stories to Kalaneet and to my friends al@agues. Later in the day | received emails
from friends who commented on how moved they wema¢et my child and by my response.

Later that day as we were attempting to navigateugth a driving snowstorm, en route
to a ski vacation, Kalaneet, in the dark quiethed tnhoment began to speak about my life and
mostly to tell me how proud she was of me and happly she was to be my child. | understood

the counterstory (Lindemann Nelson, 2001) of the CRTED had carrigdstories to Kalaneet

*° indemann Nelson (2001) when writing about “cousiteries, which root out the master narratives énttssue of
stories that constitute an oppressive identity r@pthce them with stories that depict the persomaslly worthy,
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and my friends and colleagues, although | had ritdared a single word. In so doing |
experienced a story where my daughter and my fsi&emw me as a woman deeply enmeshed
on two landscapes. | experienced narrative coherench that my past ways of knowing and
naming myself and my daughters became a borderplBoe of the CRTED and its counterstory
opened me to a border and allowed me to experiexperiences of otherwise which | knew and
named as educative (Dewey, 1938). These relivedreqces were, in part, possible because of
place: the CRTED. They were also possible becafidbe stories Kalaneet told, the stories
friends emailed to me and the stories | told. Thlsving was possible through stories. | threaded
together multiple experiences, “events chosen witew to their place in an implicit narrative”
(Bruner, 2004, p. 692) in my efforts to relive ntgrees to live by, in my efforts for narrative
coherence and in my efforts at life making (Brur2€04).
Summary Thoughts

Looking across the three narrative accounts towdes was visible was the purpose of
this chapter. The narrative accounts were a ddtaitel in depth interpretation of the stories we
told and of our alongside relationships which depetl over 2 years. By metaphorically lying
the narrative accounts alongside, four narrativeatis were evident to me. The first is the
importance of resonances across stories (Bate®061).2l noted some of the differences between
reading the narrative accounts as single entitegsus reading them as a set and attending to
resonances across the set. In particular | wrotautathe importance of foregrounding the
relational as each of us struggled to compose égeckture stories embedded within literacy

tutoring.

supply the necessary means of resistance. Hersistarece amounts to repair, the damaged identityaide whole”
(p.150).
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The second narrative thread which emerged waseaintersections of knowledge and
context. Connelly and Clandinin coined the phraderies to live by’ (p. 4) in their efforts to
narratively conceive of these intersections. Ofwref to shift our identity stories took place at
these intersections. Naming this thread and readiagross the accounts allowed for deeper
understandings of the complexity of our effortsrétive our stories to live by. Moreover, by
understanding identities and identify shifts asratare conceptualizations it becomes evident
that desires to improve literacies, identity shitphenomenon, are complex, temporal, ongoing
projects and not merely an autonomous set of gkillee mastered.

The third thread which emerged as | spun the kaseidpe was grounded in Greene’s
(1995) ideas about the importance of inquiring ieaoly, pre-reflective landscapes. Inquiring
into these landscapes is part of our efforts taigdoour early stories; to know ourselves in a
process of continual rediscovery; and in our e$fdot “configure what lies around [as] we bring
patterns and structures into existence in the s’ (p. 73). This proved to be particularly
important for each of as we struggled with the emdumis-educative influences of stories from
our early landscapes. As we struggled to relive stories, each of us came into moments,
individually and alongside, when we experiencedselwes shifting, temporally to the early
landscapes. We came to know these moments as iptifeatiucative if we were in relation and
if we had courage to respond. The final threadnerge was the importance of place in one’s
efforts to shift one’s identities. Both Edith antkaned into the stories of place as we struggled
to relive our stories to live by.

In the following chapter | will look back and refteupon this work and | will look
forward at educational possibilities which mighkel the narrative threads, emerge from this

work.
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Chapter 8: | Care Passionately

“Caring passionately about something isn’'t agametiure, and it isn't against human
nature. It's what we're here to do (Dillard, 1997.161).

| remember a phone call with Joseph Henry Sprirg@rofessor from my undergraduate
days at Ryerson University. We were discussingifeyals a doctoral student. | was complaining
| did not have a clear notion of what | wanteddsaarch; something that would have been useful
given the demands of writing a Social Sciences ldathanities Research Council of Canada
application. Joseph Henry listened attentively sad, “Sandra it doesn’t matter what the topic
of your research will be, it only matters that yaare passionately about it, and about the people
you work with” (personal communication, NovembedP2). When | asked him to elaborate, he
replied, “for the next four or five years, your easch is going to be your steady diet, so make
sure it is something you can eat, chew, swallowyr@pate and enjoy with absolute regularity”
(personal communication, November, 2007). It veas] continues to be, sound advice. In time
and through the processes of course work, candidasgarch and dissertation writing, | have
been blessed by a subject, and by women, | amqgrestei about.

Embedded within and guided by a Dillard-like pasgip987), | will, in this chapter look
back and reflect on the study. Clandinin (1986)teyrdtit is in reflection one comes to challenge
one’s assumptions and reconstruct one’s experigipcel’66). Having reflected, | will then look
forward at educational possibilities which, likeetharrative threads, emerge from this work. |
will also be attentive to possibilities for new tnges which might come into view. There are
two ideas | will reflect upon. The first is the algside relational spaces where our struggles to
relive our stories to live by intersected with d@eies. The second is the complexities of our

stories to live by and their interconnections wiNing, teaching and learning. | will conclude by
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musing over contributions this work has to researchversations about literacies, identities,
teaching and learning.
Reflecting: A Look Back

| began the study with three intentions: | wantedeepen understandings of how
literacies influenced, shaped and re-shaped thiigks of women with literacies less than they
desire; | wanted to attend to shifts in identitidsch might occur through 6 months of intensive
tutoring and ongoing research conversations; anohidered how |, a maker of curriculti
would influence the relational space and how thégpants would shape it.
Alongside Relationships

This study was a narrative inquiry. As part of ihguiry, | came alongside Edith and
Bella. In so doing | experienced “narrative inquiag] a relational journey” (Clandinin &
Connelly, 2000, p. 60). Like Young (2003), the @side relational space and the inquiry space
“...we developed together and maintained througbautime together was based on trust,
respect and the interconnections of our storieiserperiences, our lives” (p. 138). Beginning
with the hard, endured stories Edith and Bellaethdtom their early school and home
landscapes we remembered other stories and sorsetismeemporally revisited experiences and
felt feelings we thought were in the past. We tireaved to 6 months of tutoring and research
conversations. Following this we continued to depedur alongside relationships as we
continued to meet for research conversations asddmlize. | now understand it was the

alongside relationships, through time, includingMard and backward temporal shifting which

*! Connelly and Clandinin (1988) wrote, “... to thiakcurriculum means to think with the terms “expace” and
“situation’ and they wrote, “ the teacher is thestionportant agent, after the student... in a culgim situation” (p.
13).
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afforded deeper understandings of Bella and Eddabiaplex lives and of their struggles to relive
their stories to live by. It is this alongside tedaship | would like to reflect upon.

Because this is a narrative inquiry | understoaauld have to negotiate relationships
with participants. Within the context of a narratimquiry methodology, said relationships are
referred to as “alongside”. Clandinin and Connél§00) described these relationships as
follows:

We settled in for the long haul, working alongstle participants, making ourselves

useful in whatever ways we could, and trying tomtein the momentum that brought us

together. At first, the forces of collaboration areak and the arrangements feel tenuous.

... Always in the midst of being negotiated... Goadrative working relationships carry

with them a sad and wistful sense born of the pdggiof temporariness. (pp. 71-72)

Before beginning this study | read these words onenthan one occasion. | read them as
part of assigned readings for the Narrative Inquoyrse. | read them as | ‘imagined up’ the
research and again when | wrote my research propgdeeeover, | engaged in conversations
with colleagues where we discussed alongside oelships. Furthermore, | listened at weekly
research meetings within the CRTED as colleaguekespbout the participants they were
coming alongside. In the midst of these experieheess also meeting weekly with Jean. At
these meetings | experienced Jean living out amgaide relationship, while inviting me to do
likewise. Coming alongside Jean was a slow proe@sish, for me, included stops, starts,
bumps and tension-filled moments. This was the basause fundamentally | had to shift the
way | understood the academy and ontologicallyd teashift how | understood experience.
During three previous degrees | successfully nagdyany way through the hierarchal system of

the academy. | knew my place, | knew what to expad{ for the most part, and most often, |



223

knew how to behave. Being invited to come alongdeln and to participate with the CRTED, |
was afforded a counterstory to the grand narratiwbe academy (Lindemann Nelson, 2001). It
was within the CRTED and it was during my weeklyetiregs with Jean that | experienced
alongside relationships. As time moved, | increglgielt | understood what an alongside
relationship was, however, this knowing slipped.

One Tuesday morning as we discussed meeting witltipants, Jean asked if | had
thought about who | was going to be when | mette(personal communication, October,
2009). This question dumbfounded me because, asepuwas going to be me, who else could
| possibly be. For the next week | walked arounchéering about Jean’s question. It was this
guestion that helped me draw many bits into a whsaleh that | experienced narrative coherence
(Carr, 1986). | drew forward what | learned fronad's Curriculum Studies and Narrative
Inquiry courses. In particular | understood my d¢ogiecal and epistemological ways of knowing
and studying the world had shifted. Grounding mglarstandings in Dewey’s (1938) ideas
about the nature of experience | understand expezias personal, social and continual. This
ontological understanding of experience resonatédme because | appreciate with stories to
live by “... there is always a history, it is alvgaghanging, and it is always going somewhere”
(Clandinin & Connelly, 2000, p, 2). As | came todenstand experience narratively | understood
| have a narrative history, | have potential fopwgth, my experiences are continual and they
involve relationships with people. As | made my wayhe world | also understood | was living,
telling, retelling and reliving my stories to lily (Connelly & Clandinin, 1999, p. 4). Reliving
my stories to live by was a slow, ongoing strugglshift my identities. In part this is the case
because of the temporality of Dewey’s (1983) notbexperience, such that one experience

grows out of previous ones and it writes itselbifuture ones.
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These ontological understandings did nothing toinish the anxiety | experienced as |
waited for research participants to appear. Imtiast of my worries about participants never
appearing | regularly returned to knowing | hadeied relived my stories to live by. When once |
understood people as individuals, | now understbedch as individuals and as “always in
relation, always in a social context” (ClandininG®nnelly, 2000, p. 2). There was no avoiding
it; | was going to be in relation with participantslso knew stories from my early landscape
were shaping my worries about engaging in alongstiionships. Often this temporal, drawing
forward left me feeling incapable of and with nside for alongside relationships.

Today | understand my coming alongside, livingatationship for the past two years
with Edith and Bella, afforded me opportunitiegebve my stories to live by and it allowed me
to deepen my appreciations of narrative conceatidins of my personal practical knowledge,
context and my identities. | also experienced & shimy identity in terms of how | know
myself. Through six months of tutoring and resea@hversations and a year of follow-up
research conversations and friendships, | have ¢orkeow and name myself as worthy of,
capable of and desiring of, alongside relationsHip®r to the study beginning | knew myself as
an outsider to the mainstream (Lugones, 1987)ioslaitworld. Through our living alongside |
was afforded multiple opportunities to co-compadseiss to live by where | knew myself as
non-authoritarian, where | knew myself as a womaon was perceiving other women with
loving eyes. Frye (1983) wrote, “the loving eyaisontrary of the arrogant eye” (Frye, 1983, p.
75).

Leaning into examples of alongside relationshipgctv surrounded me within the
CRTED, I understood | could ask myself who | wartiztbe in the relational space. | asked

myself, who | wanted to be as Edith and Bella'skes and who | wanted to be as their friend. |
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also asked myself, who my being was affording thhetne. | came to know these as guiding
qguestions. When | slowed myself down and kept tige®stions in the foreground, | experienced
joy; I was happy to be tutoring with Edith and Bell also experienced myself as more attentive
to the earlier experiences which the tutoring waswhg forward. Awake to some of these hard
endured stories, and increasingly trusting our gdaie relationship | experienced myself as
playful. Initially this frightened me because | ha@viously known and named playfulness as
being reactive, alert and able to strike. | spoké dean about my concern and again she asked
me to think about who | wanted to be. As | contimslg returned to this question, of who |
wanted to be, | was increasingly able to entertogowith “... a playful attitude, [which]
turn[ed] the activity into play” (Lugones, 1987,16).

| began the studying wondering how | would influertice relational space. Today |
know my involvement with this study as a serietoafjitudinal affordances which were possible
because of our alongside relationships. The fingbing affordance embedded with our
alongside relationship was repeated opportunitiegake up to the complexities and temporality
of stories to live by and to wonder how the stoslkape and re-shape teaching and learning
spaces. | was asleep to this. | was singularlygeed on driving the remediation bus in my
efforts to help students master an autonomousfligieracy skills. As the complexities of Edith
and Bella’s stories from early school and home saages were continually drawn forward into
the context of our tutoring classroom, | woke ug attended. This was important because in
response to my waking up | shifted my personaltpralcknowledge such that I learned to slow
down, to attend, to listen, to be guided, to chamgée go and to move away from expert lesson
plans. | learned to do these things because inoggs was awake to the complexities of Edith

and Bella’s stories as they were drawn forward tatoring.
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On The Complexities and Shaping Influences of Earltories to Live By

A second ongoing affordance was the opportunityniuire into the stories Edith and
Bella shared from their early school and home laapss and to wonder how they were drawn
forward such that they shaped and reshaped thengit@nd our developing alongside
relationships. Both women told stories which refechow they knew themselves as children
upon school and home landscapes. Edith spoke &kolite in the special education class and
upon the broader school landscape. In both plateswas bullied because she was in special
education and because of her family situation.r8balarly experienced abuse at the hands of
other children, teachers and a system which wapnepiared to meet her needs. At the age of 15
Edith returned to her mother’s home to care forjmemger brothers. While she completed the
two year high school program she had been placeshendid so knowing teachers had not
taught her to read or write, skills she desperatglgted. Later in her life, following a vehicular
accident Edith spent 15 years within adult literaeptres. Through the years her involvement
with the centres increased such that she was lm@naber, a committee member and a trusted
volunteer and tutor. Through these experienceslsheot come to know and name herself as
literate, as she understood the word. When we bgastudy she self-identified as wanting to
improve her literacies. Through six months of tiutgrand a year of follow up research
conversations Edith had moments when she knew amea herself as literate, however, at the
end of the tutoring she wanted more time, moreritago more alongside relationship with Bella
and me. While she struggled to relive her stods/e by she regularly experienced mis-
educative knowing drawn forward from her early sdHandscapes. Edith knew this was

happening and she knew to remind herself that exs &and this in now, nevertheless, mis-
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educative experiences from the early school andelamdscapes regularly shaped the tutoring
space and Edith’s efforts to relive her storiebv® by.

This was also the case with Bella, who had consdcua plotline of distrust towards
schools and teachers. When | asked her to engalgenwitisensory learning techniques, she
refused. When we spoke about her refusal, sheideddner acute discomfort. She also
described a knowing she was struggling to compBke.said at some point she experienced my
request that she use her hand as a vote of conédarknowing by another, that she was
capable. She described feeling smart and feeliagvals normal, like other people. Bella also
spoke about the tutoring. She named it as too .sWattutored for 6 months; Bella suggested 6
years would have been more appropriate.

Bella and Edith experienced mis-educative expedsmpon early home and school
landscapes. These experiences were ongoing, telnigeratity-shaping influences. These
endured and embodied stories to live by were difammard into the context of tutoring such
that they shaped and re-shaped teaching, learnoh¢gha women’s struggles to relive their
stories by. Through time and in part because ofwamthly research conversations, we knew
and named these mis-educative stories, howeverpuld not prevent them from shaping the
tutoring spaces. Because of our alongside reldtipngse were afforded opportunities to inquire
into these early stories to live by, to their sihgpinfluences and to imagine other ways of
knowing. As we tutored, as our alongside relatigmsleveloped through time, we experienced
traction stories, which afforded moments when wevk ourselves as otherwise, as capable, as
normal, as literate. However, both women experidribe tutoring and the study as too short.

They both wanted more time together in their effootknow and name themselves such that
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they were more consistently able to relive theyeauis-educative identity-shaping stories to live
by and know themselves as literate.

This study also afforded many experiences wherad w the midst of co-composing
traction stories in my struggles to shift my sterie live by. In the midst of these experiences,
which were always relational, | dragged forwardotigh time, bits of stories in my efforts to
relive coherent stories, such that | knew and namgself as capable of alongside relationships.
It was not a single traction story, rather it wasedes of experiences in a variety of contexts
which | drew forward. | do not mean to suggesteheill never be a context when knowing from
early landscapes is not drawn forward as mis-ediecahaping influences. Rather | want to
argue relational incompetence is no longer my desaiting.

What | find remarkable as | write this final chaptethe realization that Bella and Edith
never quit on their efforts to know and name thduweseas literate. From the time they were
little girls, struggling upon school and home larejses, their desires for literacies have never
diminished, never faltered. Like Heilbrun (1989%ythave never stopped wanting “to take
[their] place in whatever discourse is essenti@diion and [to own their].... right to have one’s
part matter (p. 18). They understand in orderttatsihe tables Heilbrun described, they must be
literate. Moreover, they struggled courageouslgttenuate some of the early hard stories they
endured. In their struggles for literacies theyenepeatedly “... undertaken something difficult,
something new, to reroot... [themselves] in [thewjn faculties... For in such moments, life is
not just a thing one wears, it is a thing one doesis” (Heilbrun, p. 44). And for me, having
come alongside Bella and Edith over the past tvarsye€'l emerged somehow changed,
refigured, with my life altered to extend the rammjgossible reactions and experiences, however

subtle or internal” (Heilbrun, p. 49). | believetidve shifted my identities, in part because of the
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traces Edith and Bella left upon me. Heilbrun (1°88d traces “... are left only by work that has
overmastered us, work which we cannot, after wesdregin it, imagine it not in our life” (p.
51). It is my sincere hope that in coming alongshdese two remarkable women and having
written about our time together | have capturedd'sense of their inherent value, a promise of
their chance for change, and the discovery thaesme understands and can convey the courage
and gallantry of their existence” (p. 72).
A Look Forward

Sometimes | think it is enough that Edith, Bella dmave learned from each other and
that | ought to allow you the reader to glean wimat may from these pages. Some might argue
this is a lazy way to conclude, however, | am uasuremind myself of the methodology of
narrative inquiry and | know | must look forwardwat Jean refers to as “so what, who cares”.
In the midst of thinking about the look forwardyiderstand the stories Edith and Bella shared
and the stories we co-composed are significantrimeworr own lives. | know our stories are
socially significant because as a society we urtdedsthe literacy rates of a population are
important when framed within social and economieeli@oment or lack thereof. According to
an IPSOS Reid survey (2010) nine in ten (90%) Ciamadagree’ that improving literacy levels
in Canada is key to improving the country’s econoRyrthermore 95% ‘agree’ that literacy
training is critical to improving job prospects.

| find the language interesting, ‘literacy trainingwould not think to describe the work
Edith, Bella and | engaged in as literacy trainihgvas so much more; it was complex,
temporal, alongside relational, recursive, joyauld sometimes very difficult. It was not,
however, training. Perhaps then our alongsidengytells a different story. It tells the storids o

three women, one who knows herself as literatedgsiring to improve her relational skills and



230

two, who are gifted teachers of the relational, wlgghe way, wanted to improve their literacies.
When framed this way, we are teachers and leaomesasjourney where we can expect to
develop deeply meaningful, longitudinal relatiomshwhile struggling to shift our identities.
Canadian Literacy Levels

The 2003 International Adult Literacy and Skillsr&y determined that 58 per cent of
Canadian adults possess literacy skills which pettmeim to meet most of their day-to-day
reading requirement, however, 42 percent of adutdiving with low levels of literacy skills.
The study also found that adults falling within #i2percent bracket had lower levels of
employment and lower, on average yearly earningdioNwide the findings fluctuated;
Newfoundland and Labrador, Prince Edward Islandy Beunswick, Quebec and Nunavut have
more people with low literacies than the nationadrage. Yukon, British Columbia, Alberta and
Saskatchewan have fewer people with low literadiesertheless even in those provinces which
posted the best results, three out of ten adgex] 46 and over performed at the lower literacy
levels. As a society we know these numbers to dp@fsiant because the rates have been tied to
employment, poverty, health and incarceration rd¥egeover, the study found:

While there is evidence that education plays arkéyin the formation of skills, other

factors are implicated in the acquisition, mainteseand loss of skills over a lifetime,

including the quality of initial education.... atite intensity of participation in adult

education and training. (p. 3)
Literacy Programs

The literacy needs of Canadians are addressedgtmicallaborative efforts between the
provincial and territorial educational authoritiise federal government, and the non-

governmental sector. Various groups design progrf@amCanadians of all ages. The Council of
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Ministers of Education (CMEC), formed in 1967 b tbrovincial and territorial ministers, is a
forum. It was created to be: a forum for discussj@place where educational initiatives could
be engaged in cooperatively, and as a place tesept the interests of the provinces and
territories. CMEC works on joint goals in a broatige of activities at the elementary,
secondary, and postsecondary levels.

In April 2008, CMEC created Learn Canada 2020. gimpose of Learn Canada 2020 is
to address the education needs of all Canadiaasnl@nada 2020 works to ensure all
Canadians have access to lifelong, quality edutakiopportunities. It purports there are direct
links between a population with high levels ofii#ey and a robust, knowledge based economy.
As well it makes direct links between literacy sagand a socially progressive, sustainable
society for all Canadians. (Learn Canada 2020ugh the Council of Ministers of Education,
Canada, 2008)

It has outlined what it refers to @ke Four Pillars of Lifelong Learning:

o Early Childhood Learning and Development: All cindd should have access to high
guality early childhood education that ensures treyve at school ready to learn.

o Elementary to High School Systems: All childrerour elementary to high school
systems deserve teaching and learning opportutitgsare inclusive and that provide
them with world-class skills in literacy, numeraaynd science.

e Postsecondary Education: Canada must increaseithber of students pursuing
postsecondary education by increasing the quailityaeccessibility of postsecondary
education.

e Adult Learning and Skills Development: Canada nugstelop an accessible, diversified,

and integrated system of adult learning and sé#gelopment that delivers training when
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Canadians need it. (Learn Canada 2020ugh the Council of Ministers of Education,
Canada, 2008)
Within the final pillar, Learn Canada 2020 calls oraise in the literacy levels of Canadians.

Edith and Bella are two Canadians who sought ppbdunities to improve their literacy
practices. They were longitudinal participants adilaeducation centres. In spite of their many
years of involvement, they began this study wantingnprove their literacies and to know and
name themselves as ‘normal’ and as ‘literate’. Whé&m unsure precisely how Bella and Edith
would define normal and literate, | do know thegéae the study and they ended it not having
experienced sufficient traction stories such thaytknow and name themselves as ‘normal’ and
‘literate’. They did have experiences where, inftim@ment and in reflection, they named
themselves as ‘literate’ and ‘normal’. Both womemenented on needing more time, more
tutoring, more experiences where they could trytbeir stories to live by. As Edith struggled to
relive her stories to live by she latched on toglaee of the university in her efforts to name
herself as a university student and | her univetsidcher. Bella had moments when she felt she
got it. Clandinin and Connelly (2000) when deseripihe beginning of an alongside
relationship, used the metaphor of a car’s engitehing to describe a good start. | am hopeful
our study, our alongside relationship, was a catgltory, one that supports Bella and Edith in
the future stories. | am hopeful the study was éada catching story for Edith has registered in
the local community college with a January, 20 Bztstate.

In summary, | believe Edith and Bella’s hard, erdustories from their early school and
home landscapes and our co-composed stories thtaagyears of an alongside relationship are
socially significant because as a society we belieis important to provide opportunities for all

citizens to improve their literacies. Bella and B stories inform us it is not enough to provide
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opportunities. This study highlights that as edoisatve must inquire into how our pedagogies
and our personal practical knowledge intersects thie embodied complexities of stories to live
by brought to class each day with students. Monedkies work highlights the affordances of
entering an alongside relational space with adeltdcy learners. Within an alongside
relationship we can expect to learn from studesxpgect to come away knowing ourselves as
more awake, and perhaps having relived our sttwiége by. Through time, as | awoke to the
shaping influences of stories to live by | camé&row the tutoring and our developing alongside
relationships as space of affordance. Into thisgdae relationship space we each, struggled to
shift our identities. Part of these processes wealshifting the hierarchal playing field between
teacher and student. This is, | believe, a crighent in adult education because if the teacher
leads with genuine curiosity and is expectant efuhforeseen learning, the possibility for a
counterstory exists. A counterstory where teachdrsaudents are willing to risk, as they try on
traction stories in their struggles to relive th&ories, and compose narrative coherence.
Looking to the Larger Body of Research Where This Wirk is Situated

At the outset | hoped this study would allow folnert conceptualizations of the
relationship between literacy and identities. Ni@reaconceptualizations of personal practical
knowledge, context and identities (Connelly & Clema, 1999) allowed me to account for a
wide range of mediators as Edith and Bella’s stiedy¢p shift their identities and know
themselves as more literate. Moreover, the nagatbnceptualizations allowed me to stay clear
of deficit-oriented constructs of literacies. Rathesing the narrative inquiry three dimensional
space | inquired into complex experiences, thrairgk, backwards and forwards as we
struggled to relive our stories. As we inquiredimdentity shaping, stories to live by from early

home and school landscape, Bella and Edith’s tiedeficiencies were no longer merely
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statistics. Instead we understood them as comlaegitudinal identity shaping stories. This was
important because understanding the literacy ghilis within a narrative conceptualization of
identities afforded opportunities to know and ndfagh and Bella as knowledge producers, as
teachers and as women, | came to respect, adndreaaa deeply about. As we shared our
narrative histories and as | inquired into theiegrl researched the societal contexts in which
some of the early stories were embedded. As atriesaine to understand the stories differently,
within narrative conceptualizations and as a rdsidtepened my understandings of the women’s
struggles on school landscapes. In turn this alklbme to appreciate how these early mis-
educative stories continued to reverberate thrainmgé manifesting in the stories we co-
composed through tutoring. Furthermore, narratoveceptualizations of identities made
identity shifts possible. This was critical givdrat each of us began the study wanting to shift
our identities.

As we struggled to do this we experienced whatvel@me to name as traction stories.
This notion is grounded in Carr’'s (1986) ideas dallmuman struggles for narrative coherence. A
metaphorical use of the word traction seems twith the idea of a struggle. If one imagines a
car stuck in snow or mud, what the vehicle mostinge move forward (to shift its story) is
traction. Most often the car is not propelled foravas the result of a single thrust (one time
experience). Rather, it is the rocking forward aadkward (temporal movement) which is
accomplished by a team of powerful humans who sipe car as it struggles for traction.
Once traction is experienced and the car shiftetiseno guarantee it will not, at some other
time, once again require traction. However, awakstdries, the driver and those supporting her
will have memories of traction stories and therefaill be able to offer educative support. In

conclusion, | understand traction stories as ingyarto those wanting to relive their stories to
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live by. Within narrative conceptualizations of mdigies, identity shifts are possible. For Edith,
Bella and me the shifts in our identities were imaot because they helped us experience deep
desires, after years of struggling. In part thissdrtation was written for women desiring to shift
their identities so they might know it is possibled they might know themselves as otherwise as
Edith, Bella and | have done.

Finally, now that | have returned to working witlarschool, my wonders have
broadened to include the following. How do | hedpdhers to: understand their lives narratively,
their teaching as a shaping influence in the idgmtiaking struggles of their students and
colleagues and to understand the lives of eaclopenson a school landscape as complex,
temporal and unfolding. | experience these wonuretise midst of regularly being storied as the
vice principal who will listen, who will make timend who is doing a good job. These kind
words have afforded me an opportunity and a willegs to inquire into my practice. Through
this process of autobiographical inquiry, | expecie myself leaning into the relational, into the
complexity and into the temporality of identitiesdastruggles to shift identities. When |
foreground my ontological understandings of naveationstructs of identities and the
importance of the relational, | am afforded a sdaae which to respond thoughtfully. And it is
within this space that | regularly experience miyaslcapable of learning alongside each person
who is or has been shaped and reshaped by schablast evening when | spoke with Edith
over the telephone and listened as she sharecteant and trepidation about her upcoming
start date at a community college, | understoadtsh, was continuing her journey to shift her

identities.
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