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THE UNIVERSITY OF SAN FRANCISCO
Dissertation Abstract
Being in Deep, Authentic, Dramatic Celebration: fdéives of
Community Cultural Workers for Social Change

The common discourse in the field of educatiothenUnited States during the years
2002 through 2013 centered on the approach of gadhools accountable for their
students’ performance, while aiming to bring prigficy to all students regardless of their
socio-economic background. Prior to this studtielresearch existed on cultural workers
who teach, and their associated outcomes with maliged populations of learners. To fill
this gap in the research literature, this studyi@eo the question: How do cultural workers
define their work, and in what ways do they conrtletr stories to the current academic
discourse on the purpose of education and gapsrimainstream educational system? For
the purposes of this study, cultural work basedcation may be defined as an educational
initiative, project, or program whereby people vare involved in artistic and sovereignty
endeavors practice spoken word poetry, circus putsljc mural arts, contemporary dance
and choreography, or self-determination communigjanizing.

My participant-narrators were eight cultural waskerho taught in successful
educational initiatives during the years 2002 tiglo@2013. The term participant-narrator is
used throughout this study because the particigaliiiéed two specific roles: participants
who contributed to this research, and narratotbaif oral histories. | used a qualitative
approach, most specifically oral history intervieagsthe methodology, and | conducted a

four-step data collection process which includgatamducting three face-to-face interviews;



b) transcribing all interviews, c) participant-narrators reviewing all transcripts for accuracy,
and d) revising all transcripts for exactness.

This study’s findings revealed cultural workers: a) facilitate learning by intentionally
demonstrating conscious care in their instruction; b) connect their stories to the current
academic discourse on the purpose of education, and gaps in the mainstream educational
system, through their popular education approach; and c) view their work as an active
contribution to social change as an outcome to their way of viewing teaching as a process of
being solution-bound. Consequently, this research provides potential insights into successful
educational strategies with marginalized learner populations that may be successful in

meeting achievement goals within mainstream educational K-12 settings.
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CHAPTER |
INTRODUCTION

During the years 2006 through 2009, | crossed and re-crossed the United States
borders with the intention of studying cultural workers. | encountered several groups
working for social change while traveling through Northwest and Central Mexico (Centro
Las Libres, and Casa de los Amigos); Northeast Brazil (Projeto Dida, Rede Aiye de Hip
Hop, and Rhythmic Uprising); and the West Coast and Southwestern States during the
US Friendshipment Cuba Caravan (Food Not Bombs, Watsonville Brown Berets
Autonomous Chapter, and Freedom Schools - Los Angeles). In each instance, | witnessed
a common thread of concerted efforts towards social transformation for the individual
and community. Cultural workers can be defined as artists, writers, and poets, who work
to combine political and pedagogical practices into their work (Giroux, 1992). For the
purposes of this study, | define cultural workers as artists, poets, dancers, choreographers,
circus artists, and sovereignty workers. As my participation with cultural workers
increased, so did my desire to continue studying and researching these groups and the
people who comprise them. Moreover, | wondered if cultural workers could contribute to
the expanding narratives of success and transformation which exist in literature about
marginalized learner populations in education.

Background and Need for the Study

In the Fall of 2011 several thousand individuals and collectives came together in
the United States and abroad, to dialogue about, and question the needs and possibilities
for social change through a social movement centered around the call for social and

economic equity in our world. The concern over the “widening gap between the rich and



poor,” not just in the United States, but acrosswiorld was the impetus for this social
movement, (Bhatt, 2012), peacefully protestingdisparity between the 1%
concentration of wealth and the remainder of theupsttion; the lack of legal
consequences for corporations and their leadersbrdught about the monetary crisis;
the corporate influence on politics; and the unédistribution of wealth (Bhatt, 2012).
Summarizing the economic disparity, Bhatt (2013)est,

Not since 80 years ago, in 1928, one year bef@&tieat Stock Market crash of

1929 and ensuing depression, had the top wealthijestcent of Americans held

so much of the country's collective wealth. Morg@artantly, the top 1 percent

captured more of the country's overall economieviindoetween 1993 and 2008

than the remaining 99 percent of the country comtbifpara. 3)

Following the progression from the 60’s to pres#ay, protest politics and
grassroots participation and initiatives are n@tmunconventional avenues for people
(Neidhardt & Rucht, 2002, 2011), and there is arceamphasis on the notion that a large
portion of the population has been marginalizednaynstream systems, including
mainstream education, and many of these systenfailing a significant portion of the
population. Most specifically, Reardon (2011) assstrat the income inequality, which
has widened over the past forty years, is corréladechievement gap between low and
high income children in mainstream education. Muez Reardon’s findings conclude
that the income achievement gap is large for childvho enter kindergarten, and this
gap does not increase or decrease over the eatirsecof a child’s progression through
mainstream education.

Of the most significant concerns regarding sociafjuity and poverty on

mainstream educational success, The American Pwgibal Association (2012) lists

the following as having the greatest negative ¢fbeclearners:



Chronic stress associated with living in poverg lheen shown to adversely
affect children’s concentration and memory whiciyrmmmpact their ability to
learn. The National Center for Education Statssteports that in 2008, the
dropout rate of students living in low-income féigs was about four and one-
half times greater than the rate of children fiagher-income families (8.7
percent versus 2.0 percent). The academic achiEviegap for poorer youth is
particularly pronounced for low-income African An@an and Hispanic children
compared with their more affluent White peers. enesourced schools in poorer
communities struggle to meet the learning needBedf students and aid them in
fulfilling their potential. Inadequate educaticontributes to the cycle of poverty
by making it more difficult for low-income childneto lift themselves and future
generations out of poverty. (American Psycholdgissociation, 2012, p. 2)
While there has not been much documentation onr@lkvorkers who teach,
some evidence has demonstrated positive learnitogimes for individuals within a
community learning environment, by placing impodaimn nurture and support, along
with shared values and common purposes (Power &i&/a2004). One example of a
learner developed, cultural work education initiatwhere students are fulfilling their
potential is through the Global Action Project,auth media organization. The Global
Action Project offers youth, generally between diges of 12 — 21, an opportunity to
collaborate with adults who are practicing cultwalkers to produce media, which may
be inclusive of video, photography, web, radio,tdigstorytelling, and print, in an
afterschool setting (Coryat, 2007). Furthermdne,rission of the organization is to
provide youth with the necessary relationships skiltl set to make media about issues
that concern them, and to use this media in oalgeherate dialogue that contributes to
social change.
While the Global Action Project’s participants eafmom under-resourced,
marginalized urban communities, the 100 youth wieoennvolved during the 2005 —

2006 school year, were 96% youth of color. Evenug these youth participants

experienced marginalization, their self-generatediabroadcasts reached audiences



“...of as many as 2,500 through festivals, conferenckassroom screenings and town
hall meetings, and up to 100,000 people via thermet and cable broadcasts” (Coryat,
2007). The Global Action Project has flourishedrasstudents’ desire to know,
understand, and critically tackle issues affecthrem and their communities.

Whereas student populations that are specificallyihcome, African American
or Hispanic, experience higher drop out rates aadeported to have lower measured
mainstream academic success and achievement #iaafftuent White peers, the
Global Action Project demonstrates cultural workietion that increases understanding
and awareness. Additionally, it typifies the pbggy for transformation within a
learning environment, which may be of use to magash education as it considers
approaches to decreasing the achievement gap wlithisame target population.

Statement of the Problem

As a response to the negative measurable leaonitopmes, and in
acknowledgment of the problems that second langlesgeers, children of color, and
low-income students experience, President Bustedigrto law The No Child Left
Behind Act in 2002. This Act was a “once-a-decseshuthorization of the mammoth
federal Elementary and Secondary Education Acttiviwas a continuation of a bill
originally written in 1965 (Carey, 2012, para. Jonsequently, a series of requirements
expanded the federal role in education during & tfnwidespread public concern about
the state of mainstream education. Moreover,ahewas designed to serve students
who were ill-served in their local public schooBuring the time of the design of NCLB,
annual standardized tests were being administersdhioolchildren; schools were being

held accountable for their standardized test resattd schools were judged based on



their escalating performance with the goal of reagii00 percent proficiency by 2014.
While NCLB is a federal law, it did give states Staliscretion to set standards, choose
tests, and decide what test scores would yieldsaipg grade” (Carey, 2012, para. 4).
During this period of time in the field of educatio the United States, the common
discourse centered around this approach of makingats accountable for their
students’ performance, while aiming to bring praincy to all students regardless of
socio-economic background. Yet, in 2013, just pe@ away from the original NCLB
2014 mandate requiring 100 percent proficiency, ywsates could not meet their goal.
As a result, the Obama administration exemptedf 39e050 states from the associated
test requirements (Layton, 2013). While NCLB dat foster academic success for
disadvantaged students, the law and its assodesédg did expose truths about the
inequity in our education system. “The simple@fgbublishing annual test scores
‘disaggregated’ by race, ethnicity, language amsalaility status has proved that
discrimination remains deeply embedded in our puddiucation system, and not just in
dysfunctional urban schools” (Carey, 2012, para. 19

On the other hand, cultural work based educatmmompasses all learners, and
many thrive as educators and learners, in spibeiofg rejected by the mainstream
education system. For the purposes of this studfyral work based education may be
defined as an educational initiative, project, pamg, or course of study whereby people
who are involved in artistic and sovereignty endea\practice spoken word poetry,
circus arts, public mural arts, contemporary daara choreography, or self-
determination community organizing. Cultural waskkevho teach, as well as their

learner populations, may encompass teachers ametsaof all ages, and their methods



are most influenced by various pedagogical appresdhcluding: popular, folk,
indigenous, experiential, and transformative edanatMoreover, these initiatives and
programs can supplement, or be a part of mainsteshroational programs and classes.

One can guestion: if the same population of learrebeing served by
mainstream and cultural work learning environmeaite, mainstream and cultural work
education initiatives equally insightful, impactrmgaging and/or influential in the
progress and development towards transforming tim@enperson?

Proponents of critical pedagogy (Gabbard, 2008piy 2009; McLaren, 2009)
and adversaries to the notion of a “one best systdrnch serves all (Clinchy, 2007;
Miller, 2000; Tyack, 1974) cite the need for newnfig of education that invite students
into the world of themselves, their emotions, asatidis and truths, to counteract the
pulls of mainstream systems which can be oppresd$tischman and McLaren (2005)
conclude that we see few cultural work initiatinveshe academic literature, because the
practices of academia traditionally have not valtedr way of being, or their
pedagogical actions and methods. Cultural woradstheir initiatives place major
attention on personal relationships, common worklaarning, and the care and
emotional well-being of all people. While the agaiiediscourse is changing to include
more community aspects, what remains to be investijis deeper, qualitative,
educational research that is focused on the braguted (Ladson-Billings & Tate, 2006),

highlighting what works in communities and why.



Purpose of the Study

The purpose of this study is to document throughatiges, the work of eight
cultural workers who facilitate learning spannihg time frame of 2002 to 2013,
laboring to transform lives within cultural workganizations. Each of these eight
individuals were selected because they were coedéota “successful” cultural work
education initiative. By highlighting and identifig specific attributes of their work that
is effective at meeting the needs of their paréiois, this study hopes to propose some
substantial educational methods that seek to asitheggrowing concerns of our
mainstream education systems. Additionally, thislg strives to juxtapose narratives of
transformation and success with marginalized legoopulations, to the narratives of
steadfast failure within the mainstream educatiomtext.

Because cultural workers focus on their communityknand have less interest in
being represented in the mainstream arenas, thieey and best practices seldom reach
the formal field of education (Hintz & Milan, 2010)hat | hope to accomplish in this
study is to continue bridging the divide betweemTal institutions and cultural work
communities, most especially as it relates to ¥arenation of emotional, cultural,
creative and informal education practice. Hintd dfilan assert,

These groups point us to an important section\wolf @bciety that is not about

campaigning and advocacy; rather they are aboutrtaion of infrastructure

and the very direct construction of ‘another workk such, they are challenging
for researchers and for established academic esutind perceptions, but crucial

for understanding our contemporary world. (p. 842)

Perhaps there is a critical intersection betweesdahwo groups that can be reached,

ultimately serving learners and education factitatirom each community in a more

comprehensive manner. The focus on cultural wddcation is simply to highlight



initiatives that work in community and lead to fidillment of some tangible goals
created by that community. | also acknowledgeptiesence of political and
transformative teachers in the formal educatiotesgshowever for the purpose of this
study | will focus solely on effective teachercmmmunity-based settings as a way of
brining their learning’s and accomplishments torlmaour assessments of what
constitutes effective education.

Research Questions

1. How do cultural workers view and define the wlagy conduct their lives and
work?

2. Do cultural workers connect their stories t® turrent academic discourse on
the purpose of education, and current gaps in @ingtream educational system? |If so,
how?

3. Do cultural workers view their work as an aetoontribution to social change?
If so, what may be the implications for social sEommation?

Theoretical Rationale

The theoretical frames which will guide this stugycultural workers engaged in
educational initiatives are: Critical Theory anagiisformative Learning Theory.

Critical Theory engages people in critiquing thearld, and is particularly
concerned with “issues of power and justice andatags that the economy, matters of
race, class, and gender, ideologies, discoursasagdn, religion, and other social
institutions, and cultural dynamics interact to touct a social system” (Kincheloe &

McLaren, 2008, p. 288).



The Transformative Learning Theory builds on Psyrtadytic Theory and
Critical Social Theory in that it attempts to expléearning as a process of “using a prior
interpretation to construe a new or revised inggiron of the meaning of one’s
experience in order to guide future action” (Merird996, p. 162).

Each of these two processes mirror the reflectrmhaction that cultural workers
are taking to mutually educate and organize co4sgamgaged in transformation for
themselves, their local community, and the worlthege.

Critical Theory

Critical Theory is the self-reflective process whiavolves problematizing their
social realities. Like most theories, Critical ®nghas evolved over time. Giroux
(2001) states that earlier critical theorists “dat develop a comprehensive theoretical
approach for dealing with the patterns of confhiotl contradictions that existed in
various cultural spheres” (p. 41). As witnessedrdythe rise of the Occupy Movement,
as well as Idle No More, cultural worker initiats/bave coupled economic based
guantitative research with the heart and practiceeking solutions to widespread
problems. As Vrasti (2012) wrote:

Indeed, we have come to ‘such a pass that anaschegan priestesses, and tree-

sitters are about the only Americans left stilldioy out for the idea that a

genuinely democratic society might be possible’a@her, 2011b). This might

sound ridiculous to many ‘critical’ ears who viewcapiers as romantic hippies,
at best, or trust fund babies, at worst. But omsaa why so many people have
caught the bug of prefigurative politics is becatleprotesters are enjoying
themselves to the chagrin of the observers, asd noing, they are reclaiming
something that has been either banned from thatersphere or forgotten

entirely: living in common. (Vrasti, 2012, p. 125).

It is this “living in common” that cultural workers particular, have come to critique,

problematize, and collectively act to change théldvo
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Transformative Learning Theory

Both Transformative Learning Theory and Critichledry lend themselves to
understanding how and why cultural work organizagiase community based education
as one of many methods for transformation amonggetiedho have been historically
and/or currently marginalized by mainstream edoacatiSpecifically though,
Transformative Learning Theory explains learninggsocess “...of using a prior
interpretation to construe a new or revised inggiron of the meaning of one’s
experience in order to guide future action” (Merird996, p. 162). Individuals who
guestion their realities and existence often aoenpted to do so as a result of personal or
social crisis, which may lead to subsequent petsmetansformation (Mezirow, 1997).
This change in perspective alters the individuadmk of reference, expanding it to be
“more (a) inclusive, (b) differentiating, (c) peraisge, (d) critically reflective, and (e)
integrative of experience” (Mezirow, 1996, p. 168Mile Mezirow’'s (1996) perspective
on transformative learning is psychocritical, theeatrasting perspectives to this theory
have emerged: psychoanalytic, psychodevelopmemédlsocial emancipatory. A
psychoanalytic view of transformative learninghe process of coming to understand
oneself (as the individual, not as the collectivepughout one’s lifespan, reflecting on
the aspects that make up an individual’s identitshsas the ego, shadow, and collective
unconscious (Taylor, 2008). The psychodevelopmesaéct of Transformative
Learning is the process of how the individual clemngcross their lifespan in the ways
that he or she makes meaning, in a reflective iimoak and incremental progression of
growth (Taylor, 2008). The final, contrasting gegstive on Transformative Learning is

the social-emancipatory view with foundations ia tork of Paulo Freire (2000), has as
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its goal social transformation for all, where thppressed and marginalized populations
develop a critical consciousness (Taylor, 2008).

In addition to the three contrasting views on Bfarmative Learning Theory,
four new perspectives have recently emerged ifiekle These expanded perspectives
reflect the multiple ways of consideration and amass in which cultural workers
facilitate change. They are: neurobiological, wat-spiritual, race-centric, and planetary
(Taylor, 2008). The neurobiological perspectiverahsformative learning proposes that
the learning process changes the brain structancesaggests that transformative learning
is rooted in the students’ needs and experienegsines distress prior to discovery; is
reinforced by sensory, emotive and kinesthetic Bgpees; values diversity in learning
between females and males; and stresses the ngdessiducators to obtain a strong
knowledge base of neurobiological systems (Tay@068). Taylor (2008) asserts the
cultural-spiritual view of transformative learniesgnters on how learners construct
narratives - personal and social storytelling pad of their transformative learning
experience, in a culturally and spiritually mearfingnd significant approach. The
educator’s role is collaborative with the learmethe practice of group inquiry, which
assists the learner in sharing and revising nagsin the process of learning (Taylor,
2008). The race-centric view of transformativem@ag is in the early stage of
theoretical development, and emphasizes a nonithdilistic means of analysis with an
accent on the social-political dimensions of leagnfWilliams, 2003). This view places
African diaspora people, most specifically blackmen, in the center.

According to Taylor (2008), many differences aresent between the varying

views of Transformative Learning Theory, specifigéihose perspectives which are
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embedded in the individual (psychocritical, psyatadgtic, psychodevelopmental and
neurobiological) and “give little attention to cert...and their relationship to
transformation. Where the individual and sociey sgen as one and the same
(emancipatory, race-centric, cultural-spirituaiqrisformative learning is as much about
social change as individual transformation” (Tay008, p. 10).

Critical Theory and Transformative Learning Theooynbined, mirror the
transformation and growth processes in which caltworkers work to achieve in their
individual lives, and across socio-economic, ratass and gender diversity within their
communities. Moreover, problematizing, and theagiggnent in action based on critical
reflection, express in theory that which culturarieer education initiatives employ in
practice.

Significance of the Study

This study has the potential to improve mainstreaoncation through the
documentation of education work performed by caltworkers, and the identification of
real tools, methods, and solutions that work witnitcommunity context. Perhaps
pedagogical tools may emerge in the narrativesilbfial workers that may be useful to
mainstream education reform efforts. Finally, tl@search may contribute to the
growing scholarship on alternative paradigms faiaachange, specifically among
educators and learners involved in compulsory ettbrcaho do not fit within the

confines of mainstream social, economic or cultdeahographics.
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CHAPTER I
REVIEW OF THE LITERATURE
Introduction
The purpose of this study is to document the stbsight cultural workers who

teach, using narrative inquiry methods. This steelgks to document how cultural
workers: a) view the way they conduct their livasl avork, b) connect their stories to
current academic discourse on the purpose of edacatd current gaps in our
educational systems, and c) actively contributsotmal change through the collection
and dissemination of these narratives. The purpb#as review of literature is to frame
this study within current educational research, @mnsimultaneously illustrate the need

for my research. The review of the literature Wwal comprised of three main themes:

1. An historical examination of the need for and theeggence of educational
philosophies and practices outside of the mainstreducation system.

2. The philosophical and pedagogical influences wiktve as the catalyst for
cultural work education.

3. Empirical research which examines the relevancecantext of cultural work
education initiatives, and provides specific exasgbr the functions and

outcomes of these educational efforts.

Historical Background
According to Osorio (2009), the academic contexipi@ducing Latin American
Theory of Liberation in Human and Social Sciensegrounded in the history of social

community work. The Latin American region expeded significant numerous crisis
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during the 1950s, 1960s, and 1970s, which congibtd popular actions and
corresponding reactions of repression from govemaidorces. Key Latin American
examples of popular actions are: a) the overthrgwinvenezuelan military Dictator
Marcos Pérez Jiménez in 1958, and b) the Cubarutémo that toppled the Batista
regime in 1959. As these kinds of social problessalated, Latin American
governments became increasingly repressive thraitghe region, which gave rise to
the formation and organizing of revolutionary mows to oppose authoritarian
regimes. Osorio (2009) asserts that at the samedocial movements were forming,
some university students fled the classrooms agid filrmal studies to enroll in
revolutionary groups. This movement away from m@@zsn educational studies and
towards revolutionary groups and social movemegamwizing provoked scholars to
adopt a critical position against the academicgergves posed by elites of that region
(Osorio, 2009). Concurrent to these Latin Amerigarolutions, the anti-Vietham war
student movement emerged in the United Statesgsild® several other resistance
organizations such as African- Americans fightiogdivil rights, and the formation of
workers unions. Some of these movements pavedadlggavdevelop critical thinking
informed by current events and systems of oppregbimughout the various regions.
This in turn influenced the ways of thinking thateuraged social research to transform
the oppressive reality through a process of libenatOsorio, 2009).

As a result of the oppressive and resistant saoislements and organizing,
grassroots communities emerged throughout the Aagrand a critical approach
formed within social sciences in academia, dua&sgyoots organizing for liberation.

There was, as well, a growing realization for leed for popular education—
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community based educational initiatives that redahé to the traditionally oppressed,
impoverished and marginalized populations. Os(@@®9) asserts thatany of the Latin
American countries that suffered from military dictrships (Brazil, Peru, Chile, El
Salvador, Nicaragua, Guatemala, Colombia), estadadiseactionary counter actions in
religious parishes, and grassroots communitiesh Bathese larger revolutions began
with people fighting in their respective commurstegainst oppression, which then
advanced into spaces dedicated to intellectuacetdin and consideration. A new
process of evaluation and criticism emerged whiek then deemed incapable of
theorizing the oppressed reality. Consequentlyreggive situations in mainstream
systems around the world, including mainstream atioie, created a foundation for
cultural work education to take shape, advancinghhmmeeded social solidarity for the
oppressed (Osorio, 2009). Furthermore, Rahmarfj2@skerts that countries that
currently have barriers for their citizens to asceminstream education — specifically
countries with urgent mass literacy needs — cortiouvitness successful volunteer
literacy campaigns, in spite of slow or non-movetrigngovernment education. In this
way, theories and practices constructed by andmitte organized oppressed have
formed and continue to grow.
Influences on Cultural Work Education

Cultural work education is similar to visionaryagsroots education in that both
have been influenced by various pedagogical andsdphical approaches and practices,
due to their common history of addressing dispdhtgugh education that is
empowering for the individual, and transformative the society. Eiben (2009) has

identified popular, folk, indigenous, alternatiexperiential and transformative education
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as a portion of the practices and philosophies lvbantributed to the development of
visionary grassroots education. The contributglgvant influences on cultural work

education, and their accompanying pedagogical festwill be discussed below.

Popular Education

The philosophy of liberation is a critique on sysgeof domination and
oppression from the perspectives and experiencdégealppressed, marginalized
communities and persons who are routinely excldod Western philosophy (Kellner,
1991). Variations in class, socio-economic stadosjal power and capital, physical
health, and mainstream educational achievementoamsequences of institutionalized
inequalities, and thereby contribute to and mamsgstems of oppression. (Sherover-
Marcuse, 2000).

One of the basic contributors to liberation of adividual is their direct
participation in its conceptualization and creatidtreire asserts liberation is not
something someone may possess and then give topsbple; liberation is instead,
collectively and individually created and w{viontero, 2009). To that end, research
based on liberation and emancipation sees allggaaits’ voices as equal. Initiating the
idea of education in pursuit of freedom, Paulo féreositions his ideas and philosophies
around the need for the oppressed and marginghapdlations to gain liberty (Montero,
2009). Freire’s (2000) pedagogy is centered ondéa of conscientization which states
the need to “perceive social, political, and ecoiorontradictions, and to take action
against oppressive elements of reality” (p. 74his way, learners build a new

connected relationship between themselves andkhewledge, with reflection and the
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overall process of praxis contributing to the leaimtransformation. As an active thinker
engaged in the idea of how education can faciltatesciousness and liberation, Freire
strongly influenced social sciences in Latin Amayimost specifically the fields of:
social work, psychology, critical sociology, thegyoand the philosophy of

liberation (Dussel, 2011; Kellner, 1991; Sherovearbise, 2000).

When teaching from the Freire perspective, an dducarequired to see the
person engaged in learning as an active participaheir own construction and
engagement in the process of transforming the ggpréoppressed model.
Consequently, Freire (2000) asserts educatorsrendppressed population must learn
how to “read” the world so that they may understdradr own desires for liberation, and
may better interpret the ways in which mainstregatesns function as oppressive
entities, specifically mainstream school systefsis research looks to the work of
Freire and popular education as an influence owruktaral work education communities
studied, and the relationship and respective digBon with the mainstream academic
community.

To reinvent the world through the establishmerd bberating praxis, instead of
the continued transmission of the dominant idealegshared process of teaching and
learning must be generated and sustained. In s Nberation education is oriented to
build other possible worlds (Osorio, 2009). belbks (2003) describes the concept of
liberating education, or progressive educatiorg pgactice towards freedom whereby
individuals learn how to create community, furthgrthe work that social justice
movements initiate with an additional key elem@ntviding support for individuals

acquiring critical consciousness who may utilizaeation as a vehicle for achieving
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freedom. “Progressive education, education apthetice of freedom, enables us to
confront feelings of loss and restore our sengmohection. It teaches us how to create
community” (hooks, 2003, p. xv).

Freire’s educational view and theory consideredhi® and learning as a
“reflection and action upon the world in order tartsform it” (Freire, 1970, p. 36). In
Pedagogy of the Oppressésteire (2000) explains that the mainstream, tiaail
teaching style is one where the oppressed canrenmigiin oppressed; they are thought to
be lower-than, not capable, and thus the opprassedin so. Freire beseeches us to see
men and women as conscious beings; learners whohawexposed to problems relating
to themselves as persons living in a world whictiners to explore, to embrace, and
ultimately to transform. They must take resporigybior their community and
environment, and understand that they own thetepia the world. This ownership
enables them to create a better world; a worldighiait the process of transformation.
This is education as the practice of, and foedmn. And so, how they perceive
themselves in the world is of prime importance.cdtding to Osorio (2009praxis can
be a liberating transformative process that wad ts@id Latin American marginalized
people in understanding their oppression and exxeiusom participating and thriving
within mainstream systems and life.

There were a number of fascinating balances inré*s{1970, 1994, 2000)
writing that align with the stresses of a communitye states that in order to be human,
we have to have freedom; this is at the very hafdreing human. Freire also advises us
that history and culture are the building blockiomanity, and yet simultaneously,

humanity is constantly in the process of creatiisgoiny and culture. In this symbiotic
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relationship there is a struggle: the strugglbeduman, free, and to build and construct
our own world. This struggle leads to humanizatmmt can lead to dehumanization
(Freire, 1994). Itis in community that each persan find their own freedom and
humanity, and can enlarge theapacity to build the unity between knowing, segsi
feeling and activating, which can initiate and austommunity and personal freedom
(Osorio, 2009).

The primary goal of a critical pedagogist is tleeelopment of conscious reflection
in students, guided by passion, personal experjéremdom, and the connection of
knowledge to power for eventual constructive actidaditionally, Torres (2008) states
that transformative social justice learning occwien people reach a deeper, richer,
more textured and nuanced understanding of theesalvd their world” (p. 14). This
model of learning requires both teacher and leamdevelop and deepen the practice of
personal and social conscientization.

In opposition to transformative social justice leag, McLaren (1994, 2005)
argues that the contemporary world holds valuesateadestructively influential to
today’s students. Some of these influences arendes media, globalization, and
race/cultural/spiritual relations. In his initibrk, McLaren (1994) states that identity of
young persons is fashioned around the excessearsbtimg and capitalism; that the
bottom line, wealth and power has captured the inadigns of this generation and it
seems like there is no going back. This thesiagsidates the very reason for
documenting new cultural work education initiativéisistrating the history and
progression of education, which has been genenmatex$ponse to disparity in

achievement and success in compulsory, mainstreacagon.
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Folk Education

Emerging in Denmark during the 1800’s, and inspygdikolaj Grundtvig, folk
education was a social movement to support Denméar&hsition to a democracy
(Borish, 1991). The need for folk education areseause of the disparity in access to
education, which had previously been available ¢mihe upper class, and in the non-
native language of Latin. Grundtvig saw this inggas the source of a rift between the
two classes of people, and considered folk schambs possible solution to creating an
education that was available and accessible toyemer no matter their socio-economic
class, but moreover an education that empowereddugls to participate in society in
its totality. Consequently, folk schools do novégrofessional or vocational instruction
as their primary aim, instead folk schools’ cengadl is: personal and social
transformation, with an emphasis on assisting pewptonceptualizing their own
identity and empowering their communities (Freirél&rton, 1990).

Folk schools typically focus on adult learners, bgar can be inclusive of
children, and are built to serve the educationatiseof an individual which must be
entwined with the vital needs of a community. Fribwat position of honoring the values
of individual and community life, in the United $&a folk schools surfaced, most
notably with the founding of The Highlander Folkh®ol in 1932. Myles Horton (1990),
co-founder of Highlander, centered his work aroaadnecting participatory education
to social change, intentionally operating the fetkool exclusively outside the

mainstream education system. Subsequently rentorted Highlander Education and



21

Research Center, the model for folk education kenad by placing special emphasis on
training and empowering community leaders who seekwork for social justice (de los
Reyes & Gozemba, 2002).

Indigenous Education

The word indigenous, according to the Tewa edudagpete (1999), can be
defined as “belonging to a locality or originatimga place in reference to races or
species that have not been introduced from elseiiger 189). Indigenous education in
terms of learning and teaching, is therefore sge@djete (1994), as a process grounded
in every day lived experiences, which takes placeommunity and nature. Specifically,
indigenous education and the instruction of tradai forms of knowledge are a
conscious response to cultural and linguistic eroghat has been caused by genocide,
globalization and colonialism.

Because Freire’s (1994) popular education appr@aahesponse to oppression,
and many indigenous cultures have encountered sgiprevis-a-vis colonialism, there
are many parallels between popular education aigenous education. Both forms of
education believe learning is best realized thronginhierarchical learning and teaching
between students and teachers, and learning whathes in the cultural, historical and
everyday environment of learners. Moreover, thenrpeemise to indigenous education
is that learning and teaching, as part of an int@em daily life, can bring about
responsible relationships among people in commuaityg conscientious stewardship
with our natural world (Dugan, 1993). To that eimdligenous education — knowing,
learning, teaching and being — ensures that theagidm of a person goes beyond the

traditional mainstream Western education model Wwhias a primary emphasis on
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reading, writing and arithmetic, as measured thindiegts. Smith (2005) explains,
“Indigenous communities often have a quite difféisat of questions that frames the key
educational issue as being primarily about episteseif-determination that includes
language and culture and the challenges of gengrathooling approaches from a
different epistemological basis” (p. 94). Indiges@ducation consequently strives to
preserve within each individual, the culture, lange and traditions of their entire
community and people of origin.
Experiential Education

According to the Association for Experiential Edtica (2012) experiential
education is a philosophical and methodologicalaggh to education “in which
educators purposefully engage with learners irctiegperience and focused reflection in
order to increase knowledge, develop skills andfglaalues.” The early 20 century
work of John Dewey (1938), articulated the needawee experience where the learner is
the creator of their own knowledge, as the cemratess in education. Dewey’s
perspective on the United States’ mainstream edurcatodel at that time was that it was
an authoritarian system, and not primarily concénvih the learner or their
experiences. Additionally, recent research (Nunan@dine, Caine, McClintic, &
Klimek, 2004) supports the effectiveness of leagremperiences based on personal
experiences.

Alternative philosophies of education contain feasuof experiential education,
and there are several examples of experientialagauncprograms which continue to
emerge and expand. Some of these examples indutteor education, service

learning, cooperative learning, and adventure lagriMoreover, many teaching
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methods derive their framework from experientialeation’s practice of learning
through action and reflection.
Alternative Education

A number of approaches to teaching and learningideiof the mainstream
traditional model manifested in the 1970’s, assublteof the public’s disenchantment
with educational institutions that were not servihg needs of its learners (Miller, 2002).
Accordingly, alternative education generally exmiside of public education schools,
and falls into four categories: home-based educasitbernative schools, school choice
and independent schools.

The participants in alternative education do ndiele in a one-size-fits-all,
standard education approach. Instead alternativeagtion stresses the value of small
class size, and a strong sense of community thntilisthrough close relationships
between teachers and students. Additionally, RdieiM2009) has recognized five
fundamentals that are common to alternative edutatiespect for all persons; balance;
decentralized authority; noninterference betwedtual, economic, and political fields
of society; and a holistic worldview. Consequendliyernative education shares similar
values and overlapping philosophies as holistication (Martin, 2012).

Transformative Education

An emerging idea related to praxis and criticalggeay, is transformative
learning, which provides a critical framework faslistic theory, understanding and
action. Transformative education emphasizes anraeid reflective practice that
integrates political and environmental issues amtterns of the individual persona and

collective community. It has as its end goals:llaehg via social justice; the cultivation
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of mutual meaningful relationships; and persongthidicance, change, and ecological
health (Taylor, 2008). These principles of transfative learning build upon,
complement and overlap the intentions of poputdk, indigenous, alternative and
experiential education. Moreover, each of theflaences on cultural work education
are interconnected approaches to the multiple \esysers learn, and individuals evolve
and transform within community. Thieeoretical—-practical synthesis and processes are
therefore integral in transformative educationffeedom, and the liberation work of
cultural work education communities. It is a steywards defining the causal factors and
circumstances that prevent the marginalized andesgpd from taking part in politics
and the creation of sustainable cha(@sorio, 2009).
Empirical Studies on Cultural Work Education

The following review of literature will focus oesearch which addresses the
successes, and the relevance of cultural work édundaitiatives to the mainstream
education system. Cultural work education inti@si can be defined as learning
environments that are initiated by local commusitigat have a shared interest centered
on a specific educational purpose such as culautalor community based sovereignty.

The cultural workers come from a wide variety déand sovereignty
backgrounds, not necessarily education, and tharaliworkers and learners convene
outside of mainstream educational systems or fraoniesy Due to the community based
nature of cultural work education, most initiativesgst outside of the mainstream
educational system, which also extends to formadlamic research. This discussion

will therefore center on research with similaritiescultural work education. The two
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bodies of research explored in this section ofisights into the relevance and
connection between cultural work and mainstreancaiion.

Although there is a gap in the literature on resdeaf cultural work educators,
tangential research does exist on studies condoct@nformal, community-based
education initiatives and their educators. Thégdiss provide a context for cultural
work education initiatives, in that they speakitoikar issues, and the outcomes of the
research points to the relevance of cultural walkcation to mainstream education.

Hybrid Spaces and Fluid Learning Environments

While the arts are an ongoing valued part of comtguased and mainstream
learning and instruction, it is not subject to ns&i@eam standardized testing. Literacy, on
the other hand, can have community based and meaanstcomponents to its instruction,
and therefore is a good candidate for assessinga$ebilities of meaningful and
relevant experiences of educators and learnersniltat learning environment. To that
end, a case study conducted by Jocson (2005) igaesd how youth poetry, particularly
critical poetry as taught through the June Jordaetrly for the People program, played an
integral role in the lives of high school studentsde and outside the mainstream
classroom. The purpose of the study was to callate, examining the practices and
processes of youth participation in the Poetryttier People program, and any possible
impact it may have had on the student’s interedteargagement in literacy. Over the
thirty month process, two student participants gaéifrom the pilot study through
Jocson’s (2005) data collection process included:

Student, teacher, and parent interviews, studegirypartifacts and other related

work, archived curriculum and other teaching matsyistudents’ official records,
video and audio footage of youth at work in classne, cafes, and elsewhere,
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electronic mail exchanges, and field notes fromeoleions in and outside of
schools. (p 51)

As this study investigated the development andstoamation of the students personally,
alongside their comprehensive poetry work, obs@matwere conducted in and out of
the school. Consequently, the most significardifig was the extension of poetry
writing and performance outside the mainstream iBhgllassroom, which flowed into
public performance spaces. Jocson (2005) refetsgdolending of poetry instruction
and learning, between the community and mainstigzanes in an education context as
hybrid literacies

While the findings of this study may not be genieedlle to a larger population,
the lessons learned by the cultural practicesgif Bthool youth poets illustrate “the
concept of hybrid literacies is helpful to undenstdhe ways that these youth used their
abilities to read, write, perform, and listen tepy and enter public spaces where their
voices could be heard...and new positions emergeats@h, 2005, p. 51). What's more,
educators may better understand how youth leaarerable to successfully engage in
cultural practices that have academic significaanue value the student as they develop
into critically conscious individuals.

Jocson (2005) asserts the overall value of hylyridititeracy learning as
evidenced in her study, is in the transformativeacity that exists when educators
facilitate hybrid learning practices amongst digpaispaces. This admittance into
multiple learning spaces that affirm, support avstdr youth as readers and writers, not
only creates “literate beings” but also developd sansforms young community

members, ultimately transforming our society.
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Transformative Cultural Work Education

While researchers and academic institutions amriahting the worth of
communities and clarifying what they should be &g from them, communities are
concerned with doing the practical work for chafgatz and Milan, 2010). Through
pertinent, interconnected work, successful cultwalk education initiatives benefit
from their supportive relationships, and persomaelopment in skills, knowledge and
social interactions. It is this level of interaxctithat is at the heart of what researchers
wish to explore - how rich, nurturing interactiozemn facilitate learning and growth in
communities (Power & Waters, 2004).

Physical community spaces are one aspect of contynuitiatives and programs
that facilitate learning, however the worth of thgaces is in the facilitation of creation
and connection. The value is not rooted, nor deget) on any one location. The space
is merely a physical opportunity to connect comrhyrand facilitate the process of
shared learning. Every community member in theigroontributes to nurturing and
supporting one another. As such, each participgetsonal development, change,
growth and transformation occurs through variofesdixperiences, accompanying the
change and growth of the collective. This simudtaus growth dynamic, combined with
social aspects of community, support an integrel gfanteractions of the collective
which contribute to subsequent friendships thanfatong the path while engaged in
community work (Power & Waters, 2004). Expandinglais point, hooks (2003)
illuminates the connection between transformatohgcation and the significance of
community:

Dominator culture has tried to keep us all afreadnake us choose safety instead
of risk, sameness instead of diversity. Movingtigh that fear, finding out
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what connects us, reveling in our differencess thithe process that brings us
closer, that gives us a world of shared valuemedningful community. (p. 197)

With strong bonds, and a nurturing environment thatitates positive personal
development, in the end, communities are as s@gmfito cultural work education as
cultural work education is to their respective conmities. Renshaw (2002) states,

The language of learning is a powerful tool to niebichange. So too is

community. The paradox of our present momentas edommunity is an elusive

phenomenon, yet it is being deployed broadly adrsgutions and the
professions to provide a vision for change. Theubeg power of these words —
community and learning — needs to be recognisad. r@e as educators is
principally to clarify what is worthwhile learnirend what sort of communities

we should be learning for and within. (p. 20)

When cultural work education initiatives go abc business of learning and
teaching, it is with a dual purpose: community &l &s individual advantage (Power &
Waters, 2004). Through the lens of art learningcmnities, it has been noted that the
intensity that accompanies the development of aqmet interest is the same quality
evident in community. This passionate approachdiking, learning, sharing and
teaching - as a byproduct of sharing community spas modeled to all the community
members (Power & Waters, 2004). Moreover, whedesits engage in learning in
mainstream classrooms that utilize arts integrgpedagogical practices, students exhibit
improved rates of comprehension and long-term teten Furthermore, learning
environments that are enriched by arts integratiedagion not only increase individual
academic achievement, they also foster creativeraamties of academic excellence
(Nobori, 2012).

Power and Waters (2004) presented conclusionca$a study that involved 150

participants in 30 different organizations in whitley examined the contrast between

community and classroom learning. The case stelytified areas of concern in formal
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schooling, what participants seek to learn in teofngractical learning, and the
motivations for involvement in community learninmgtiatives. Conclusions of the
research acknowledged the importance of suppaitcammon purpose and values as
key characteristics of community learning in ag#iags. Their list of significant
findings which have the potential to transform staem learning included: the positive
contribution role models play in the learning df@ts; and the location and time of
learning which contributes to learners’ “passionat®lvement” that is supported by
like-minded peers.

Just exactly how communities instigate forward nmogat appears to be most
concerned with the issue of relevance at a paatiduhe for people involved in progress,
which is directly related to the set of people iwead with the issues facing their
community. This approach to understanding is coresbwith the ‘why’ of learning and
progress, and how it is achieved in collectivegifi¢rent points in time, rather than
investigating the ‘how’ learning has evolved. Tager emphasizes relevance between
practical educational needs in a community anckeissance to a particular generation of
community students (Renshaw, 2002).

Summary

The purpose of this research is to document threestof eight cultural work
educators. The Review of the Literature first Ip@k the history and emergence of
community based education philosophies and metbgdsd, and their relationship to
social change.

The second part of the Review of the Literatureksoat the philosophical and

pedagogical influences on cultural work educatimnst specifically popular, folk,



30

indigenous, alternative, experiential and transtdme education. These personal,
participatory and reflective ways of being in edia@al community are the philosophy
upon which cultural work education communitieslaased. Understanding these
principles through the eyes of bell hooks, (20@3orio, (2009), and Freire (1999)
assists this researcher in determining the framievaorobservations and questions. It is
through this lens that I intend to formulate thee@ch thesis.

The Review of the Literature concludes with empiri@search of successful,
relevant, community based education initiativeschtare transformative in nature, and
most similar to cultural work education initiativeSuccess and relevance are not
however determined by the usual mainstream mardie-bottom line. Instead, success
and relevance are determined by the fact thatahexawnity is beneficial to its members,
is actively working to transform themselves andwloeld for the betterment of all, and
that the community is still active (Gumucio Dagr@001). Although the research
literature shows us different models of educati@wmhmunities and schools, the selected
cultural work educators and their respective comitresfor this research have no
blueprint; they are dynamic, organic and vastlydftueach adopting a different form as
the need arises. Sometimes they fail to reacttisol) but the struggle for meaning,
their connection with one another and with othengunities, this horizontal
networking, is in itself a solution. This passiteapproach of working, learning,
sharing, teaching, reflecting, communicating fa benefit of a better world where all
are equal is a worthwhile endeavor (Barron, & DeyFlHammond, 2004). It is this spirit
that the researcher hopes to capture within tisisegiation. Through the voices of

cultural workers, the narratives of authenticityl @uccess outside of mainstream
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education need to be told. Moreover, these mgstereed to be revealed (Gumucio

Dagron, 2001; hooks, 2009).
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CHAPTER 1l
METHODOLOGY

The purpose of this dissertation is to documeatstbries of cultural workers who
labored in successful educational initiatives, sjpragthe years from 2002 to 2013. The
participant-narrators consisted of eight culturarkers who live and work in the United
States, and were students in the mainstream eduatstem. These participants are
termed participant-narrators because they fuliith specific roles: participants in this
research, and narrators of their own oral historiEse objective of collecting and
documenting narratives of cultural workers is thi@d: a) to investigate and document
how social change in the field of cultural work edtion has occurred, b) connect their
narratives to the academic community through inclug this research, and c) actively
contribute to their social change through the ctibe and dissemination of their
narratives.

Oral History Methodology

The methodological approach that guided this study qualitative in nature.
Additionally, I utilized oral history as the methadgy for this study because, as Loose
(2011) states:

Oral history has been recognized as an invaluabkbaad for preserving the

largely undocumented stories of social movemendstiagir actors. Today,

hundreds of archives and interview projects docurtenhistory and voices of

marginalized communities and of feminist, queevjremment and civil rights

activists. Less explored, however, is the powedlé that oral history can play

i(r;;rc: cir)ﬂy documenting radical social change,dmtively contributing to it.

In this study, | sought to understand the expeesrof cultural workers who live

in the United States, and participated in th8 @éntury and early Zcentury
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mainstream education system as students. | béganterview process with general
guestions that became more specific as certaindbaevere discovered and emerged from
the data.
Research Setting

The research was conducted in the homes and coitylbased work spaces in
which the cultural workers live and work. Moreovitre researcher endeavored to
conduct interviews and record oral histories witliural workers in community based
spaces that were familiar and accessible to them.

Gaining Access and Selecting the Participant-Narsat

To prepare for the interview process, | engagezléomprehensive week-long
testimonial and oral history collection trainingthvMoice of Witness during the summer
of 2012, and immediately followed that with a wdekg residential Mindfulness for
Educators intensive. These two learning expergsapported me in being flexible and
present during my oral history collection practigéh cultural workers. One aspect of
recruitment that Voice of Witness encouraged eastimonial and oral history collector
to employ is the “chain of trust.” This is a methaf asking the people who | already
knew in a professional and personal context — geaplo already trusted me
completely — to connect me to individuals who wolbddmeaningful participant-
narrators. One month after my training with VoatdVitness, | was contracted as a
testimonial collector for Bioneers’ Cultivating Wem's Leadership intensive, where |
would meet two of my participant-narrators, anccbenected to a third. Consequently,

the participant-narrators | encountered throughpergonal chain of trust, and this
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subsequent study, in many ways derive from theareber and participant-narrators’
parallel work.
Participant-Narrators

The researcher used a purposeful sample, by segjexght cultural workers. The
participant-narrators were selected accordinge thterest and ability to thoroughly
discuss their perceptions of successful qualitfesitbural work education. Each of the
participant- narrators worked as cultural work extacs for five or more years, between
2002 through 2013 when the national discourse afauginalized learner populations in
mainstream education emphasized failure ratesceShe research took place in different
geographical regions in the United States, thagyaaint-narrators reflected a diverse
range of voices, cultures and histories. Additilypghe participant-narrators were
recruited through the current relationships theaesher shares with cultural work
initiatives. The eight participant-narrators arenyy Rulan, Nolan, Tim, Nick, Suaro,
Yuka, and Sarah.

Amy is a circus artist committed to social justickdditionally, she is the co-
founder of Wise Fool New Mexico. Having grown upa small central Pennsylvania
town, Amy was exposed to student-activists forfitrst time, during her second year as a
college student. This exposure greatly impactedheice to become politically active
by blending her passion for art with social action.

Rulan is an indigenous contemporary dancer anceolgoapher. Two of her
strongest childhood and young adult influences adtaral worker were her strict,
classical ballet training, as well as traditiomaligenous dance, specifically powwow.

Incorporating many years of experience in the davardd, and seeing a need for Native
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contemporary dance, Rulan founded and currently serves as artistic director and
choreographer for Dancing Earth Creations, one of few indigenous contemporary dance
ensembles in the United States.

Nolan is a Navajo storyteller by lineage, and he currently serves as the lead
spoken word poetry coach at the Santa Fe Indian School; the same school that he
attended for middle and high school. Nolan’s poetry, writing and coaching work
emphasizes the intersection of indigeneity and the arts in community.

Tim is an Irish poet, father, and founder of the Santa Fe Indian School Spoken
Word Poetry Program. During his time as an educator, Tim exclusively taught Native
American students at Native American schools, and his teaching has been thereby been
anchored in the necessity of cultural awareness within education and the arts.

Nick is primarily engaged in sovereignty work and community organizing with
the Lakota in Porcupine, Pine Ridge Reservation, South Dakota. Nick grew up in
Minneapolis and Pine Ridge, and he is the founding director of Thunder Valley
Community Development Corporation, which seeks to create the first ever planned
regenerative development in Pine Ridge.

Yuka is Japanese, completed her mainstream higher education studies at art
school in San Francisco, and currently serves as the Education Director for Precita Eyes
Murals. Yuka's personal, socially engaged cultural work practice is as a public muralist
in an urban setting.

Suaro is a public muralist, and the son of Precita Eyes Murals co-founder Susan

Kelk Cervantes. Suaro grew up in San Francisco, where he presently works as a muralist
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in marginalized communities, and teaches for Precita Eyes Murals along with other Bay
Area organizations.

Sarah is a choreographer, dancer and educator. Sarah completed her mainstream
education in the Bahamas and Candada, and studied traditional modern and ballet dance
as a child and adult. Sarah has taught at Destiny Arts Center in Oakland, California for
23 years, where she currently serves as Artistic Director. Destiny Arts is an inner city,
community based educational center focused on art education with marginalized learners.

Data Collection

| began the research process by viewing artifacts such as: archival photographs,
videos, films, music, art and books that the cultural worker produced or co-contributed.
The intention of this background work was so that the researcher was well-informed
about the work and mainstream education history of each cultural worker before the
interviews began. The data collection process included an audio recorded three-interview
process with each participant-narrator over the course of five months, and each of the
interviews were transcribed at the completion of the interview process.

The eight participant-narrators met with me for a three part interview series
between 2012 and 2013. Due to the busy nature of the participant-narrators’ work lives, |
had to be flexible and accommodating: some participant-narrators were only able to
conduct the three-part interview series in one day with breaks in between, while other
participant-narrators were able to have their oral histories recorded as standalones
spanning two or more months. Additionally, the interviews varied in duration. Some
oral histories were as short as twenty five minutes, however most interviews were an

hour or more in length. Every oral history interview was captured with an audio device,
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and later transcribed. In addition to grantinghpission to be recorded, none of the
participant-narrators requested anonymity. Thé@pant-narrator’s name, interview
date(s), and location are indicated in the follayviable to provide an overview and clear

details about the practices.



Table 1

Participant Interviews

Name Date(s) of Interview Location
Amy December 19, 2012 Participant-narrator's home
January 24, 2013 in Santa Fe, NM
Rulan October 2, 2012 Participant-narrator and
December 5, 2012 researcher’'s homes in Santa
December 26, 2012 Fe, NM
Nolan October 5, 2012 Santa Fe Indian School
December 21, 2012 Spoken Word Poetry
February 15, 2013 Program office in Santa Fe,
NM
Tim December 18, 2012 Participant-narrator's home
December 18, 2012 in Santa Fe, NM
February 5, 2013
Nick January 8, 2013 Thunder Valley Community
Corporation in Pine Ridge
Reservation, SD
Suaro February 26, 2013 Precita Eyes Murals visitor
February 28, 2013 location and participant-
narrator’s family home in
San Francisco, CA
Yuka October 22, 2012 Precita Eyes Mural Arts and
February 25, 2013 Visitor center locations in
February 26, 2013 San Francisco, CA
Sarah February 28, 2013 Participant-narrator’s home

in Oakland, CA

The three-interview process, as outlined by Dolbeare and Schuman (as cited in

Seidman, 2006), states:
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The first interview establishes the context of plaeticipants’ experience. The
second allows participants to reconstruct theilded&their experience within the
context in which it occurs. And the third encayga the participants to reflect on

the meaning their experience holds for them. 7. 1
The goal of following these guidelines was to haseh participant-narrator “reconstruct
his or her experience” (Seidman, 2006, p. 15), alere how they problematize their
world and derive meaning of their experiences lasaner and educator, all while
capturing the oral history from their point of viewhe purpose of the first interview was
to ask each participant to share their life expeewithin the context of the discourse on
failure during the 2002 through 2013 timeframe.e Pairpose of the second interview
was to ask participants to give as many detaifsoasible regarding their experiences as
a cultural work educator, in light of that contexX@nd the purpose of the third interview,
in accordance with Dolbeare and Schuman (as ait&kidman, 2006), was to ask the
participants to

reflect on the meaning of their experience. Maldagse or making meaning

requires that the participants look at how thedectn their lives interacted to

bring them to their present situation. It alsouiegs that they look at their present
experience in detail and within the context withiathit occurs. The combination
of exploring the past to clarify the events that participants to where they are
now, and describing the concrete details of thezs@nt experience, establishes
conditions for reflecting upon what they are novingan their lives. The third
interview can be productive only if the foundation it has been established in

the first two. (pp. 18-19)

Formal field observations could have added aduffiealuable data to this
research, however the researcher was made awasotha informal and personal spaces
must remain respectfully undocumented. In one @aler spiritual setting, where the
researcher was known to be an invited visitor dsider to the community and culture,

community members explicitly requested the researobver speak or write about

certain types of experiences, especially thosespirtual and healing nature.



Interview Questions

The interview process was guided by three broad research questions. Below are
the research questions and the probing questions, for the first interview in the series of
three. The second interview questions were developed after the themes emerged from the
first interview with each participant-narrator, and the third interview question was
developed collaboratively with the participant-narrator.
Research Question #1: How do cultural workers view and define the way they conduct
their lives and work?
Interview Questions
A. How would you define what you do?
B. What in your life prompted you to do this?
Research Question #2: Do cultural workers connect their stories to the current academic
discourse on the purpose of education, and current gaps in our mainstream educational
system? If so, how?
Interview Questions
A. What were your teachers like?
Research Question #3: Do cultural workers view their work as an active contribution to
social change? If so, what may be the implications for social transformation?
Interview Questions
A. What does a typical teaching day look like for you?
B. Are there aspects to cultural work instruction that might be helpful to mainstream
instruction?

Data Analysis
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The researcher conducted an average of three interviews per month, related to the
success of cultural work education initiatives. Because some participant-narrators were
not able to do three interviews on three separate days, interviews for all of the participant-
narrators were transcribed after the series of three interviews were complete, and the
transcripts were given to each participant-narrator for review. Each interview was
transcribed to identify and code for generative themes, without prescribing prior codes to
the interviews. After conducting the first interviews with participants, | conducted
additional interviews which were guided by grounded theory (Merriam, 2001), so that
guestions in the second subsequent interview were asked based on previous participant-
narrator responses. In response to a comment that Amy made in the second interview
about the relevance, and possible redundancy of an interview question, | determined that
the third interview should be uniquely generated by each participant-narrator. Since the
purpose of the third interview was to encourage the participants to reflect on the meaning
their experiences holds for them (Seidman, 2006), | read a portion of this Methods
section that encapsulates the rationale behind each interview in the three part series. |
then asked each participant-narrator to create a question that prompted the telling of one
or two oral history narratives that exemplified and illuminated the meaningfulness of
their cultural work and teaching practices.

| began the coding process for generative themes by reading each interview, one
at a time, and recording the main ideas which were expressed. After reading all of the
interviews, cross-coding them, and categorizing each under different themes and sub-
themes, | began to categorize the themes under headings. | dated each interview, and

labeled each audio file with the corresponding interview date. When quoting the
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participant-narrators, | used their initials and ttumber 1, 2 or 3, which correspond to
the first, second or third interview. In the ca$garticipants who had the same first
initial, 1 used the first initial and second lettdrtheir first name to differentiate. After
reading the interviews several times for commoiealjtl prescribed a color to each of the
generative themes.

| utilized audio recording for each interview, guzed a written transcript of all
interviews, and videotaped the final interviewshagach participant-narrator’s consent.
Ritchie (1995) explains the significance of vidgug oral history interviews through
the following:

Transcripts, audiotapes, and videotapes all intharsame basic information, but

videotape provides an extra dimension... Transsrgduce language to written

symbols. Tape recordings convey tone, rhythmymwe and speech patterns. But

the facial expressions and body language caphyetdeotape reveal even more

of an interviewee’s personality. A smile, a wiakfrown, or a look of perplexity

would be missed in an audio interview and conveyaithan what can be

reproduced in a transcript. (p. 109)
Unfortunately videotaping the oral histories wlslenultaneously taking notes and
monitoring an audio recorder proved challengingl bwas not able to utilize this
method with consistency or reliability. Consequgttile visual cues did not contribute to
the data or analysis.

Protection of Human Subjects

While the researcher made a formal applicatioh wie Institutional Review
Board for the Protection of Human Subjects, it wegtermined that the oral history
research activities described in the application ime requirements for an exemption

from the Institutional Review Board’s review. Thesearcher still followed appropriate

research protocol by maintaining confidentialitytioé data, and utilized appropriate
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informed consent to protect and inform the par@iatpnarrators. Before beginning the
study, the researcher wrote and distributed arl&dteultural workers involved in
successful education initiatives. This letter expéd the problem and purpose statement
of the study and also outlined the specifics, dag-by-step processes. Moreover, the
research process, methodology, and interview questvere fully disclosed to each
participant-narrator. The participant-narratorseveot harmed in any way, and the
interviews were conducted completely on a voluntasis. Because all participant-
narrators were over the age of 18, this letter &$etheir direct permission to be
interviewed.
Background of the Researcher

My perception of cultural work education has bekaped by my personal work
as a mainstream educator, cultural worker, leaaret,as a mother of a child who thrives
in experiential and cultural work learning expeges. My first introduction to cultural
work initiatives was as an observer, through mepts work in participatory media
projects, street theater, and community educatiiaiives. The second wave of my
familiarity with cultural work came through my ovexperience as a cultural worker and
writer covering the Cuban Caravan. | also witnddke positive difference in my oldest
child’s academic achievement when he began attgrstinools that had experiential,
cultural, and arts immersion curriculum embeddedlliof their classes, versus
mainstream k-12 schools which did not. My firsidieing experiences, however, were in
mainstream classrooms beginning in 2001, teachnyigh as a Second Language with
primarily undocumented students through a schatidi in Northern California. From

there | continued to teach marginalized populatainesdult learners in child development
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and teacher education programs at the communitlggmlundergraduate, and graduate
degree levels. This combination of experienceaspay entire lifetime, and brings a
certain perspective and/or bias to the researcmeMer, the formulation of the research
guestions and this study derived through my awaseaad thoughtful reflection on the
successes and failures of cultural work educatidgratives that | observed or

experienced first hand.
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CHAPTER IV
RESULTS
Introduction
The purpose of this study is to document the vadright cultural workers who
facilitate learning from 2002 - 2013, laboring tartsform lives within community-based
organizations. This chapter will report the finglnof these oral history collections as
they narrate their stories along the research munsst

1. How do cultural workers view and define the wlagy conduct their lives and
work?

2. Do cultural workers connect their stories t® thirrent academic discourse on

the purpose of education, and current gaps in @ingtream educational system? If so,

how?

3. Do cultural workers view their work as an agtcontribution to social
change? If so, what may be the implications faiadransformation?

Gaining Access

Investigating the practices and educational mettudatultural workers was very
challenging because the majority of the participaartators have high profile public
careers, and some have had negative interview iexjges with researchers,
anthropologists, graduate students, and journaliStge participant-narrator initially
declined to be interviewed, and two voiced stragggervations. Key factors that helped
me gain access were: genuinely accepting invitatiorparticipate in community
gatherings for the sake of becoming part of théucal workers’ communities, and not

for the purpose of recording these experiencegbib\work; being flexible in terms of



46

scheduling and location; welcoming the presendestners during the interviews who
are part of the participant-narrators family, peadpor professional communities; and
engaging in the oral history collection processwaitspirit of reciprocity.

While it was not intentional or part of the origlmesearch methodology design, |
found that the three part interview process gramedvith the opportunity to build trust
over time. Many of the participant-narrators weheml me and my family to participate
in their lives and organizations, and this gengnatbuld not have been possible if | only
had one opportunity to engage with the participartators, versus several opportunities
spanning weeks and months.

Formal field observations could have added aduifiealuable data to this
research, however | was aware, and had been cadtmnparticipant-narrators, to
remain respectful and keep informal and persoretepundocumented. Most of the
community engagements that | was invited to wenafe, and only open to close
community. | found these experiences to be peitgoaariching and transformative, and
illuminating in terms of gaining deeper understagdof the cultural workers practices
and values. Consequently, | was able to refledhese experiences and ask questions in
subsequent interviews that were more connecteded@dant to their work and this
research.

In the very beginning of this process, | learrteat participant-narrators felt much
more comfortable in sharing their oral historiekafrived early; shared tea or a meal;
and offered my own personal stories before allowrggto record their oral histories.
This process in many ways reflects some of the frastices that cultural workers use to

engage with many different communities. Rulan dbss this kind of engagement as
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“reciprocity and the cultural idea of give awaygdaof...not showing up somewhere and
sort of being a tax on resourcegou actually have something to give” (R.p. 23).
Another way to establish authentic, reciprocatiehships with participant-
narrators is by learning how to humbly enter a camity; gaining access only after you
have been deemed worthy to receive it; and dedigdltie entire body of oral history
work as a service to community. While Rulan spsgecifically about her experience in
gaining access to communities as a cultural wonk#r Native groups, | found her
engagement practices actually mirrored my expeei@mgjaining access to some of the
cultural workers in this study, as evidenced inftilowing transcript from her first
interview:
Education’s been shared with me; itntaan easy thing.sometimes I'd go
very enthusiastically asking about things in a weat's actually culturally
inappropriate.now | can see twenty years later that what | wasgoaught was
in order for you to be eligible and worthy to reeethat information, you have to
prove that you can be humble enough to serve areonty which means
sometimes I'm scrubbing the kitchens, sometimeaseians making food...but it's
just showing..how to be a part of a community circle. (R. 1, ) 2
While | was never asked to scrub kitchen floosak asked to prepare food for the
community within an hour of arriving in Pine Ridgemeet Nick. Before | could record
Rulan’s first interview, | had already attended twidher company’s dance rehearsals at
her request. | was quick to understand that thigaition extended to my entire family
was a gesture to honor and introduce some of ttamimgful people in both of our
respective lives. Similarly, in order to recoranl$ oral histories, | first had to meet his
immediate family in their most private space, ahd sacred time: | recorded all of the

interviews at Tim’s family home, during the firseeks of their newborn son’s life.

As it pertains to the idea of gaining access tmainities that may be closed or
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hesitant with outside researchers, there are tvpoitant things to note and consider:
deep engagement happens through invitation, nstémee, over a period of time; and
intimate and thorough oral history collection comassa result of genuine respect and
community relationships built on trust. Thereilkely a correlation between how
confident and connected participant-narratorsviegl their oral history researcher, and
the depth of the stories that participant-narrasbiee regarding their lives.

Research Question #1.:
How do cultural workers view and define the wayythenduct their lives and work?

All of the cultural workers shared aspects ofitesrk that exemplified family,
through their oral histories. Additionally, twol#hemes of family were discussed:
learners feeling like they safely belong in cultwark learning spaces, and the idea that
cultural workers embody principles of consciouscs a teaching method with
marginalized learners.

Family

In the second interview with Amy, one theme whialfaced was how her
teaching exemplifies family, fosters a sense oétyaivith the learners, and requires
placing trust in the teachers due to the physis&linvolved in practicing circus arts. As
a response to the first oral history prompt in Asyiterview, she described a moment
when she felt like her teaching exemplified famypecifically, she had this to say:

In Wise Fool, | feel like the people that | haveated with through the years

and that | teach with, definitely are my familyhére’s no doubt about that,

and...we really try to create a really safe and supge environment for people
to be able to take risks because that’s a lottaftwe do. Especially with the
circus arts, | feel like it's really about... encaging people to take that little risk,
especially kids, to take a risk in this like safgportive environment and

see...where that leads them. And | feel like in sevags you have to create a
sense of family in order for people to feel safereate that risk. (A. 2, p. 8)
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Family and cultivating feelings of belonging witharlearning context can differ
based on a person’s ethnicity, family of origingaeveral other factors. Even though
Amy is a mother, each of the participant-narratansfirmed through their oral histories
that their teaching exemplifies family in ways tha¢ relevant and unique to them.
Although Rulan is not a biological mother, she basn mothered in her own family of
origin, and has witnessed and experienced faniéythiat exemplifies closeness,
intimacy, and positive growth. It is from thoselfags and foundation rooted in Native
communities that Rulan generates her learning enments.

The community is the classroom, it's the peopls,staff, it's these layers and

layers of layers and they're all in relationshiphaeach other.they

literally...know each other, they live in the small commurfig.the classroom is
that community and when | was brought there, ittt thing that | was asked to
do was work with. the youth...but it's actually intergenerationallhere were
older people, younger people...it was life. (R. 23p)

Sense of Safely Belonging

Both Amy and Rulan commented on the need for Iegrenvironments that
evoke a sense of safety through the cultivatiofeelings of family, yet Nolan stated an
extension of this thought, in that his learningexgnce and environment was supported
by two educators who felt like parents. “We raasta family, and McLaughlin and
Madi were sort of our fathers and mothers in poatrg..they let us really have a space
that was safe and that was comfortable for usd&oesbur stories” (No. 1, pp. 54-55). As
a result of his years of experience as a learngrarspoken word poetry program where
he thrived in a safe space, Nolan now facilitaéesring as the lead coach, where the
learning community can intentionally tackle chafjerg content through poetry.

Good writing comes from genuine experiendeom that authentic place. You

can’'t fake something like that...just yesterday \ad Bn experience with another
student of mine who had a twenty minute poem ahusexuality and how it
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iImpacted certain parts of his life... his relatiopsio a lot of his family

members, and he navigated it as bravely as anyone would. He thekime to

really flesh out his story; to tell us the stufat was going on, and there was no
fear. There was no fear in any word that he speisterday, and at the end of it,
the entire class.was just completely affected, but also completstghing and
locked into all..that he was saying. Now that’swriting, that's the real
experience.of writing...the classroom gives you permission tatlaat.. through
that writing process.those times really mobilize the classroom...And wepsut

that as..classmates but also as that communitye.address ourselves as a

family, and that's very true in moments like thdto. 2, p. 59)

Even though Nolan and Nick do not live in the sasgon of the United States,
nor do they work with the same Native American papaon, Nick shared similar stories
about how his work in Pine Ridge engages the conitjnimconversations where they
collectively vision the future, and all communiggeneration dialogue is driven by a
desire to understand “how does my family and ourtercted family benefit from these
opportunities or from this vision statement? How a&e going to incorporate...in our
language you sayyospayewhich means extended family...well, how does thigmfo
our thinking around tiyospayes?” (Ni. 2, p. 107ycEpaye, or extended family, within a
learning context in Nick’s teaching practice, metrat everyone — all learners in that
community based setting — are considered exteratadyf both learners and educators
are family.

Sarah, on the other hand, finds that her teachiacfipe is varied when it comes
to this theme of family. Although she feels thHa tconnection that's beyond just
building technique” in a dance class is what md&esly meaningful in that
environment, Sarah also quickly notes that fanslg I'touchy word.” The biggest reason
appears to be the relationship that some studesgshawve in their current families of

origin, “because there’s a lot of dysfunction imfles, and a lot of trauma and injury

that kids have gotten from their families ...I'm dgatareful with that word. | don’t use it
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but kids do, and so if they feel that way, gredklie feelings of safety and security —
feelings that may or may not be associated withdai a family - carry a stronger
emphasis and meaning for Sarah as a facilitattgashing. “To me it's are we creating
an authentic community that feels safe for kidshare who they are?” (Sa. 2, p. 166).
From Sarah’s perspective, establishing and mainiauthentic community where
everyone feels safe in cultural work learning eowments carries a deeper meaning than
attempting to re-create family dynamics. In esse®@rah believes safety is a high
priority in learning settings, however safety i¢ hioked to the educators belief in all
students and learners being a family.
Conscious Care

Building safe learning spaces and a strong senbelohging were themes voiced
by most of the participant-narrators, however altigipant-narrators spoke about
receiving and giving conscious care as a mainstdlydir teaching practices. Amy
describes this idea as placing value and importanigarning environments that not
only are welcoming and inclusive, but are also enaging to learners. At the very onset
of Amy’s first oral history, she clearly demons&sihow cultural workers are able to
consciously care for learners by emphasizing thgport, and offering love.

And just seeing...the young boy who just is kinatoming out in his life and

seeing how...important it was for him to have a eladere he’s totally

accepted...totally loved. We see all the beautylieat bringing into the world

and we’re constantly...encouraging. (A. 2, p. 12)

Other participant-narrators shared their storfdsoav their practices of being
welcoming, respectful, and loving as cultural waskis actually a request extended to

learners to join in the practice of teaching arainéng. Rulan termed this practice of

conscious care and respect, cultural protocol. réeponse she received from a Lakota
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elder confirmed the importance of conscious card,reoted that while the practice is not
new to Native people, it is extremely valuable.

One of the things that I've learned in my journeythe protocol. What we do
first is...ask for a representative of the local tribal nation advance.and we
ask permission to perform...to share.teach their children... Astonishing
reactions to that...was in South Dakota and thedyrenther...decided to be the
one to...welcome us. She had tears coming dowfaberand she said, this
protocol has been forgotten for so long. | feefyeod that you, as young people,
have remembered this because | didn’t think anyemdd remember this
anymore. And...then we gave gifts. We gave therns sahe gave each one of
the..dancers a buffalo earring or a buffalo necklaceerad of bone from their
buffalo. | mean, this is the Lakota people youwndrhey're often noted as being
some of the most materially impoverished peoplthefUnited States but
generous.people, especially when you meet them with resgBct3, pp. 46-47)

In addition to requesting permission to engagé witearning community, Nolan
spoke about his experiences in practicing consagaus that encompasses very strong,
active listening, especially when learners aretigelulnerable. One particular instance
involved the learner’s feelings of uncertainty, doned with Nolan’s own feelings of
vulnerability as the person involved in facilitagithe learning process. When Nolan
spoke about these challenging feelings, he didmetpret these experiences as
disturbances, or an add-on to the learning protegsather a critical component for
authentic learning and teaching to occur and evolve

She pulled out this notebook when she starteckepgand...she started speaking
her story, and the bell rang for class to begud, lawas still listening to the poem,
she was still speaking, and by that time all efstudents had walked into the
classroom... she hadn’t seen them come in. They alksettled behind her
listening, and it was about fifteen minutes ldkext she finished the poem, she
was crying. You could see that she was rattled/hgt she had just done...and
l...wasn’t sure what to do as an educator, as the ¢eachhat classroom, as the
guy that’s supposed to steer the ship. | had ea what to do with that. I've had
that experience before as a poet, where you jusinptetely surrender yourself
to the poem, and I've remembered when | was inditaation, all | wanted to
know was that someone was listening. And so |dolokt her and | said, ‘Jamie,
turn around. that’s your entire family behind you. All of themalked in right as
you were speaking, right as you started your p@nguietly as they could, and
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they were all there supporting you,” and | saiduyknow, it's difficult to, to have

an experience like that, where you know peoplenaiehing, but | didn’'t see you

flinch, I didn’t see you hesitate at all...those @re people that are here to
support you, when you have experiences like thlagn you go into those deep
authentic places. We’'re all here, we're all weteand we’re all human beyond
all that. You know, we're listening.” And you knale entire class came up to
her, we all gave her a hug, we all gave her suut class started after that.

(No. 2, p. 58)

Tim’s experience in terms of cultivating consci@ase in learning environments
is different than Amy, Rulan and Nolan in that hdicated feeling challenged in being so
close with his students in Pine Ridge that he digthad a very hard time leaving the
reservation. Consequently, Tim intended to teaffardntly once he arrived at the Santa
Fe Indian School, however he was not able to devtine caring part of himself from his
work as a cultural work educator.

| remember in South Dakota as a very young teachg@rst.embraced all those

kids so deeply that | had to rip my heart out gfchest to leave...when | came to

the Indian School | saidl'm gonna be a teacher you know antkespect the

kids, it's gonna be great but I'm not gonnbe their dad and have to show up to

all of their events... | think in a sense it's méke a big brother or an uncle in

that sort of familial love, but there’s... a sensattyou’re...parenting the young
people and you're helping them tao.through their journey and find their way

in the world. (T. 2, pp. 81-82)

Like Nolan and Tim’s close relationship, Yuka sp@bout her experience of
being supported in a familial way within the orgaation where she teaches, by the
person who supervises her work. “Susan Cervantgslirector...is the best boss
ever...and she’s always supportive. She would alwayse to my art shows. She’s just
more..like a mother than like a director...| feel very @as her...it's the way she
approaches.community” (Y. 1, p. 119).

Sarah also spoke about how she has learned tadisiststrong connections

between learner and educator, however she useg distening skills that indicate her
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desire to understand, care for, and collaborate \drners. During Sarah’s second oral
history interview, she recounted a time when skeived feedback from her students
that they did not want her to comment after evenglthey shared in an intimate retreat
setting. The students said, “we don’t really wianhear from you...we want to just share
and we want you to just listen.” While taking ttk&td of feedback felt “a little rough
from the teenagers,” Sarah knew that her studeets also “so loving...” and that they
“understood the value of my work and they just wednne to be quieter” (Sa. 2, p. 166).
Through the valuing of her students’ voice and destening, Sarah has learned how to
keep the space open to value the work of both stuated educator.
Cultural Worker: Practitioners Engaged in Learning

Though the theme of family and creating a saferenment for learning to
emerge are exemplified through particular teaclexygeriences in a circus arts
environment, Amy is quick to acknowledge that c&reuts is her medium as a cultural
worker, however it is her belief that several measucan cultivate teaching and learning
in community that are meaningful for learners addoators.

Those were just the mediums that came to the famefrhere | am, the

practitioner. I'm actually being an activist....Ahthink that that's what holds

across the board when you get people togetherandndoing this kind of work, is

that the medium is like, you know, it’s just thedium that you happen to work

in. But what you're really doing is the same ththgt they're doing. They're just

using...spoken word, and you're using puppets, hisdaerson is using...visual

arts. (A. 3, p. 20)

One key aspect of cultural work is performance, #wedability to share and

amplify what students learn and educators havdttteid within their respective

mediums is worthwhile. The experience of prepastglents to perform as a facet of
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their learning, along with the act of performingg aeported by Amy as having a positive
impact on both educators and learners.

We had said six kids, and he brought eight to tidkteons, and then we were
trying to...decide, and so then he starts tellinghes stories...they live...on the
outskirts of Espafiola and they don’t have any...mmmwater or electricity...and
they've had this hardship their whole lives. QGugés coming out as gay and his
family is totally against him and...just...every siad¢did there was some like
intense story. And we were like, ‘We’ll take theiil’...because we’re not

going to turn a kid away. And then just watchihgit process, and watching them
perform, and...they just grew twenty times biggegrg day that they were on
that stage. (A. 2, pp. 11 -12)

While Nolan and Tim practice and teach poetryylike Amy, echo the
sentiment that performance can be used as a vébintetivate and stir educators and
learners equally. Nolan describes this processmaghat nurtures and nourishes
everyone involved, and Tim depicts it as an absblutecessary component to cultural
work. Tim also believes that cultural workers wdrgage in learning facilitation must be
consistently vested in their own creative restoratn order to continue guiding learning
in meaningful, relevant and successful ways.

As an artist... when | was running or leading thel&m Word program, which

| still am but in a different way, | constantly.ietd to at least regularly check

in and say ‘where am | on this artistic path, ho@ does that relate to...my
gualification or...justification in standing up heard teaching this material? If
I’'m not progressing, then how do | justify beimgthis position in front of others
saying...you should be on this path and learming andz...” Which is why |
could never understand a teacher who teachex#oe game material, in the
exact same way, twenty, thirty years in a row heedt’s like what's been
refreshed in you”And what's changing or what's blocked if it's natibg
refreshed, you know. Just because the faces fieeetit and they haven't heard it
before, doesn’t mean that that story still ish&f moment. So there were several
times throughout the process of the nine yearstheaSanta Fe Indian
School....where | would say | need to do somethsg writer, or as a performer,
because essentially | was guiding young peopb®th. (T. 3, pp. 89-90)

Nick on the other hand, engages in his culturakvas a community organizer,

and he places heavy emphasis on exploring and stadeling what motivates
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communities into active participation and contribatto their own learning and
development. In Nick’s first interview, he wondér@oud, “how do we get people riled
up around making stuff happen? How do we get pempligvated to do something...”
(Ni. 1, p. 103). While Nick and Tim share the béthat learning must be relevant to the
learner’s life and fueled by their motivation, Nigkcommunity organizer perspective
places greater emphasis on individuals and comiearthat identify their motivations,
and then subsequently convert those motivatiomsardall to action. Less importance is
placed on a singular person who guides the learointheir ensuing need for renewal in
their cultural work practice, and greater impor&argplaced on the collective
community and the various reasons they truly desitearn.
Research Question #2:
Do cultural workers connect their stories to therent academic discourse on the
purpose of education, and current gaps in our rtra@u® educational system?
If so, how?
Popular Education: Educator as Facilitator
One hallmark of cultural work learning experientethe belief in popular

education strategies. Specific features include-merarchical learning environments
that are empowerment based, and rooted in eaateleapersonal experiences.
Additionally, learning is seen as a mutual occuceethat is a responsibility equally
shared between learner and educator. To thatteng believes that she learns on a
deeper level through teaching, and that her tegcma learning are inexplicably linked.
“I feel like teaching to me is really about beimgthat dialogue...you’re both learning...1

just have certain skills I'm sharing with the otlperson, but they always have something
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they're sharing with me of equal value, whetheytteelike 6 years old or 66 years old,
you know” (A. 1, p. 5). All eight participant-nators see their role in learning
environments as practitioners who facilitate thecpss of learning, and Amy recounted
one story from this current year of teaching wredre felt her role as facilitator was
strongly illustrated.

This woman who...came to BUSTwas really quite strong and capablbut
when she would get up on the trapezhe!d get into the position and she would
not let go of that bar. Absolutely not. And wereréike, ‘Okay, you're totally
safe here, and I'm spotting you, and just relé¢hseone hand, just like this. Just
release it, and bring it back.” Could not do ibultl not do it! Really

intense, and she’s a very intense person alreadyaugh the process of BUST,
she really discovered this remembrance in her bafdyerself...always wanting
to be in the air, swinging, and feeling this tdtakdom in her body, andat the
age of ten she had been molested or, you knowahakperience like that, and
she just shut it all downshe never lived in her body like that again. And slas
now in her..late thirties, early forties, and all of a suddeasvike opening this
doorway to..herself when she was a young woman. ...And she niaslecially
amazing trapeze routine that was very simpleshatwrote a poem -- a story, it
was really more of a spoken word piecabout that experience ofbeing this
person that was like that, and then shutting danahfeeling like she had to be
totally in control, and her body wasn’t okay...Anshe recorded the story, and
she played it while she was doing this very simi@peze routine.

And.. just...the simplest letting go of her hand, watchueg do that, was like
profound...it was this amazing experience, and llifke...that community
moment...of tapping into that fragile place and @ining through...and having
this...amazing moment...| can’'t even describeitts. all about her and her
experience, but it's not at all about her. Itielievery single person is sharing
that, and creating community around that. And..ytears of BUST, | feel like
that group of women, the bond between the entomagwas unbelievably strong.
Like 1 just felt like this group, they’'ve creatadotal family, and the levels of
support for each other, and the depth that thee wéling to go in front of each
other, that she was willing todo that on stage, and perform it, and have that
story told, in her own voiceit.was just really moving and really
inspiring...This is why | teach. Because I'm juseapg a doorway for people to
step through and have this experience. They'reglibj you know. I'm just like
going, ‘Here.’ (A. 3, pp. 17-18)

Rulan sees her role as a facilitator too, esdgaidien she is choreographing
pieces with her dance company. Popular educadiartérm that Rulan does not use,

however she did describe some of the tenets itelaehing practice, most specifically
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her idea of not being someone who is “coming iaasutsider,” but instead as a trusted
person who enhances “what they have already” (R. 23). Rulan sees herself as a
facilitator of mutual empowerment, whereby the stuitcand teacher are educating and
learning to support the learner to “be in that emsp@d...position...that mutual thing
of...you’re teaching me, and then | will reflect it baokyou” (R. 2, p. 33). Rulan also
believes a link exists between practitioner basadtiing, and experiential learning.

I’'m trying to reorient the company away from hogréw up as a dancer, which

was based on hierarchy...t@.way of empowering each person in the circle to

cultivate their leadership practice...l don’t knowhe kind of fancy academic
terminology, but experiential education is de@iyt..ongoing, and rich
and...constant andaccidental sometimes, spontaneous sometimes...buat it’
huge part, huge part. So...as | continue... to telaalsp continue to learn.

(R. 1, p. 25)

Just as Rulan elaborated on her non-hierarcreeahing and instruction
philosophies and practices, Nolan also sees hesa®h practitioner facilitating the
process of learning in a non-hierarchical, empod@nanner. For Nolan, coaching
spoken word poetry is viewed more as a conversattbere he invites the learners into
his experience as a writer, which serves the perpbguiding them in their experiences
in learning (No. 2, p. 60).

Tim further describes this phenomenon of teachmg facilitator of “the creative
process whereby the studentsre sort of discovering and then bringing to IHeit
stories through poetry” (T. 1, p. 69). This happ#meugh a process of:

Identifying the poem that wants to come and thetimgrthat poem and then

crafting, refining, shaping that poem, and thenipgtit into the air, into their

breathe and into their body through a dramationbaoite sort of spiritual

presentation of it. (T. 1, p. 69)

In the particular case of teaching Native Amerisardents, Tim’s view is that the entire

process is “almost like...the age oldradition of storytelling in all cultures, but with
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Native Americans of course it's a very strong ttiaai that’s still alive and well” (T 1, p.
69).

The final theme Tim touched on was the valuingtatients’ voice, specifically as
it relates to Native American students learningl amltivating literacy arts through
poetry and storytelling. “So with young Nativedjiah is whom I've worked with
exclusively in my..career as an educator, they come from a backgranh@ legacy of
storytelling and they’re familiar with stories. Wsly as the listener though.” The
challenge and gift of working with spoken word pgetith Native students from Tim’s
perspective is that “usually the story tellerstaeeelders, so it's almost like storytelling
backwards in a sense that they're writing the niatezreating material and then they're
bringing it back into the oral tradition,” (T1, §9). While this process is contrary to
traditional Native storytelling practice, it alsaithe capacity to work:

Best for young people in order to feel like theyé#he confidence and authority

to be story tellers...they really hone in on whatis story and how am | going to

tell it and then bring it into the air and intoghdirect sharing with.athers.

(T. 1, p. 69)

The theme of popular education came up through’slickerviews just as it did in all the
participant-narrators, however for the first andydime it was actually referred to by its
name, not just described by its characteristics.

Community engagement...that's the way that we tedtbelieve in the total

popular education model, like we believe in theaidthe simple idea

that...whether you're trying to build a medical fdgj a house, a community,
create opportunities for youth, that there’s npegis that are going to come in on
some white horse into Pine Ridge and say, ‘WetMetlge solution for all you

Indians.” We believe that...the knowledge that'sdezkto create the

solution is sitting in that room because if theyot sitting in that room, then

they’re not there, they're not committed to it.dAso that's the way that we’ve
approached everything. (Ni. 1, p. 104)
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Within the context of public mural art creatiordanstruction, Yuka believes
popular education is best illustrated through cosse and the notion of educator as
facilitator. Furthermore, the process of teachprggcticing and engaging in mural arts for
the educator is not about initiating or creating wWork in a hierarchical manner, but as
an equal community.

You want to give the ownership to theommunity who you're teaching the art

to...you want to have them feel...the ownershiyou don’t wanna override their

ideas and.influence them in any wayyou just want to be directing them...and
helping them out.that’s definitely one of the things that | learned.directing
the community in their way andnot stepping on their toes, and you know
hearing their voice clearly because...when you sthgving it your

way...especially with kids.they would pretty much stop painting. (Y. 1, p 119)

The theme of valuing student’s voice as it appiie¥uka’s work, is described as
a progression in the mural making method itseffhére is a structure for doing murals,
it's like there’s an order how to hear everybodyosce and...putting that out on the
walls.” Valuing student’s voice in the frameworkrmoural arts education and the
creation process also requires everyone to wordthay, unifying and combining their
individual work into the collective. “With muralavkshops..it'’s not like you grid the
wall and each square...belongs to somebody...it's ndivided like that, it's more
like...blending” (Y. 1, pp. 119-120).

Working in the same medium as Yuka, and for timeesmural arts organization,
Suaro describes his cultural work practice in engaturals with the public as a
collaborative process that speaks to the thememidlar education. In Suaro’s teaching
experience, the educator is “facilitating a grofipeople...whether it's in a school group

or even just a group of individuals that want toneotogether and bring beauty and bring

hope.” The way this process begins is througlsaudision, with emphasis placed on
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communication during the initial stage of learnargd working together. “You don’t
even see anything on paper until you've kind ofkeolrout this discussion and
communicate to each other what we want to seethardall those ideas are kind of
broken down into a focus” (Su. 2, p 143). Suatezching work not only initiates the
learning process in a collaborative, community emivapproach, but it also continues
throughout the entire mural learning and creatimtess.

Like Suaro and the other participant-narratorsalsa teaching integrates cultural
work into learning, however she specifically works way that is not “about the
technique,” but more as a means to fully engageéza. The way that her “whole
discipline of the art has morphed into the disaiplof deep engagement and
collaboration” speaks to the theme of popular etlocaseeing students as collaborators,
and using the learning process as one that driv@snitment, deep learning, and student
generated instruction (Sa. 1, p. 163).

Desire and Commitment
Passion

Passion and cultural work education go hand-irdifaneach of the participant-
narrators, as it appears to represent a symbrationship. Feelings of safety, family,
and belonging were expressed as vital componemésaitning, however the theme of
passion emerged during the oral history interviag/a characteristic that draws cultural
workers into learning environments and gives thermadditional strong reason for
remaining. Amy speaks about the feeling she andeheners have when they both
experience passion. It appears to ignite teachmagesarning similarly.

The journeys and experiences that | have with tugets, they're feeding each
other all the time, back and forth, not in eitdaection, specifically, but always
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back and forth...my passion around teaching andatohgc And for each person

it's a little bit different, what that is to therand reliving that moment over and

over and over again is what feeds the passiomé&to do my work in the world

as me, as an artist, because I’'m constantly rexg@e®er again from someone

else’s perspective this amazing moment of disgo\é:. 3, pp. 14-15)

Rulan’s interviews also illustrated the significarof passion and commitment,
especially as it relates to her work in the reafrmdigenous contemporary dance.

| was not a natural born dancer...I had to work a&trghing..the kind of student

| am has to do with passion and commitmetite teachers that | found my way

to...knew | wasn't...a super talented ballerina, thety could see the fire in my
eyes. (R. 1, p. 26)

When present and pervasive in cultural learningrenments, passion and commitment
are reported to drive learner success. This oenue is not reported to come about by
happenstance, but rather through the student’sediesachieve, especially if the learning
is hard won. Rulan details her own experiencesifiraotivation as a dancer, and how
her early negative and oppressive learning expeggeactually fueled her devotion to
mastering dance and evolving this legacy into hgalhclusive, affirming practices in
the field of professional, indigenous contempomdace.
It's funny...when it got down to it...that pushing me down...maue..a stronger
person..it actually impacted the way | would move as appoetrying to look
pretty...] was given beautiful dance solos and ppiecroles..because of that
quality, so | think it was part of me, and it wdsfinitely enhanced by the
situation. And then on the other side, in thig 86 patience as a strict teacher,
and meticulousness of learning how to do thinghénright way, the good way, it

gave me the sense of this legacy that | would havevas so hard won that |
would want to..be sure to carry it into my work. (R. 3, p. 44)

Rulan has been able to successfully shift fromawer oppressive learning experiences in
her earlier years as a dance student, to becoineraagrapher who creates positive
learning environments for her dancers, which aeggdd with passion and her

commitment to transforming the field for indigenalancers.
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There is something about creativity being inhenerultural work education that
invites passion into learning environments andaases the capacity for transformation.
Even though Nolan states his work with poetry taps healing and transformative
capacities through story, he believes passion & losely aligned and exemplified in
his learning facilitation practice when studentseéhthe opportunity to perform.

| feel good when I'm in the classroom, when I'mrapthis.. when | can hold

a piece of writing and.see someone else beginning the journey, you knpwnu

stage while they’re speaking their own versiotroth and...its blossoming

stages, like it’'s just starting to break open, ymu can see where it can go. And
you can see the sort of potential that it has,thadnedicine that it carries, and
the power to work on people. I think that's thelest part and...I really...

enjoy it, and | want everyone that encountersdhigorm to enjoy it too.to feel

something. (No. 3, p. 68)

Passion, as it comes through in the preparatiorbBrssoming of spoken word poetry
performance, seems to inspire teaching that haherengoing process of learning, and
reflects the different ways that Nolan teachesipasasely and embodies popular and
indigenous education philosophies.

Tim expanded on the combination of these idedssifirst interview as he
described how he views the role passion playssndaching practice, and how
mainstream education is currently failing in adeglyaengaging students in a holistic
sense. Tim has specific views of how mainstreancatibn could be improved. He
believes learners could be educated in ways thabnthe positive ways their
communities function, and make strong concertearisfto:

Not divorce the brain from the body, you know ag tirain from the heart...the

way | look at education as we’re currently doitygfiyou will, is it's sort of

these..almost exclusively left brain type pursuits thdiypass the heart and the
body and the spirit, ignore those things ardvant all those nine or infinite

number of intelligences to be engaged and thrivinghe classroom that I'm
gonna facilitate and...to me that begins with...thesarh (T. 1, p. 75)
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Sarah also talked about heart centered teachiadasis for creating and
fostering passionate learning environments, howskrerecounted her feelings in a way
that evolved which were not automatic; instead tyeyw over time.

| just felt like it was a calling even though iagreally hard for me... but

I...would pray...do | have to keep doing this anddhewer was always yes. Get

down there and do it...Get back down there and getith it...And then | fell in

love with it probably after about eight years...Analas like, | hate it. | mean, |
loved it and | hated it, and the hated it part yua$ the resistance that | was
having to it. And once | stopped resisting ittddmped being on tour with dance
companies and started actually just really foaysin the work with kids, |

realized that it was what | was supposed to da. {Spp. 157-158)

The progression of moving from resisting the fieducator, to loving her work
facilitating learning and engagement, speaks tdhtbme of transformation. In her case,
her transformation was spiritual, and while thegess took years to develop, once the
realization did arrive, Sarah felt it immediately.landed in the understanding that
teaching was my calling. It just hit me over thatheThere was...no gradual process,
there was no | have this calling and I’'m going tolgarn how to do this” (Sa. 1, p. 161).
The landing may have been abrupt and instantarfeo&arah, however the work of
sustaining this knowledge, and working from thisvdevel of understanding has taken
her ongoing effort. Sarah describes her work asgbtit, open, cracked, ready to go
every single class,” and in the broader senselliagthat is stimulated by desire and
commitment (Sa. 3, p. 172). Moreover, Sarah hasessed that when she is passionate
in everything that she does in the learning envirent, she is able to ask and receive the
same level of passion and enthusiasm from herdesarn
Expectations

Cultural work educators have and instill consisepectations of their learners,

and this approach is reported to create opporasitr learners to access their own
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successful learning outcomes. Expectations camakeaging for learners and may
appear harsh, however they are not oppressivetefuhaExpectations are used to infuse
another layer in learner driven education. To #mat, Rulan shared a story in the third
interview that described how expectations in a comity learning environment that is
interdependent on each other, can actually resualta entire learning community
experiencing combined success and transformation.

They knew that.l.was gonna bring out the best in them. And so these

willing to work...weekly by 8:30...Whatever the call time was, they ttade

there fifteen minutes early. The first day, theynd know that there was a
test..we’d told the story the night before when we wetting) around the fire in
the opening circle and one of the guys was tglkinout his deer dance and how
he’d had an appointment at 4 in the morning tetrhé teacher, and he was late,
and the teacher didn’'t speak to him for three yeaisomething like that. The
story was told without the clear instruction ok;@nd this means you need to
respect the call time.” So when the call time wa@isand it wasn’t even a question
of him being late, it was that he was not earl¢ prepared for his teacher at 4
am...so we did the same thing. We set our cak tthey came strolling in at the
call time or a little later, and we were just lilak,” and we made them run
around the track, run ten lapshen do pushups...and they learned. That was the
beginning of the day, the first day. From thexge. worked from 8 in the

morning until 8 at night, then we’'d do more affeat...we didn’t have lunch
breaks that were very long, and they didn’'t haweraoney. | was getting food
donations from the farmer’s market and the fogoodleso they had to get up even
earlier, cook their own food, put it into a Tuppare, put it into a cooler, and
transport themselves, and be there before cadl. thnd you know what? After
that first day, they did it. They learned abounlggn community, looking out for
each other.it’s not enough for just one of them to be on ticese there’s only
one car. We’re doing it on a tight budget, so takyad to cram in and | think the
friendships..you’ll have those for life, but also the disciplifiéhey left saying “I
wasn’t sure, | didn’t know if | was Native enoughike nobody ever feels that
they're ethnic enough, and then by the end, coempet ...saying | know | can do
anything that | set my mind to, because look whadid! We weren't even in
shape but all of a sudden we’re like you know ragrihe track, doing pushups,
learning Aztec and capoeiraand hip hop all in one day, plus two hours of
choreography, plus music theory. (R. 3, pp. 4p-46

Pushing students to meet or exceed expectati@mnsthing that Nolan

described in his relationship with Tim, before rensitioned into lead spoken word
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poetry coach. As Nolan now reflects on this prag@eir relationship, and his personal
trajectory in learning and teaching, he is ablartderstand how pushing students is part
of the work cultural workers do when they are t@aghand why it actually supports
learners achieve excellence. When | asked Nolaglltme about his teachers, it is
interesting that he chose to only acknowledge &nd to speak about the impact Tim’s
level of expectations had on Nolan’s learning aathing life.

He was a very gentle but stirring teacher, héistdnd...he really knows

...where you need to challenge yourself, ‘causedmesee when you shy away

from something and that’s...part of his job as @hea He..can see you not

extending yourself.and you know more often than not...he was actually
right...almost all of the time, of what | needed®®challenged on, and how |
should go about things...it really made...me work fony.role here and really

appreciate the work that he did alone, fenany many years. (No. 1, p. 54)

The theme of consistent expectations also resdndth Nick as he recounted
why he moved back to Pine Ridge after a year ektsthroughout the United States to
pursue a life in community organizing. One of thiags that Nick did when he returned
to Pine Ridge was to enroll in the tribal collegijch uniquely teaches Lakota Studies
by medicine people and spiritual leaders. Niclditsethis kind of education as having
strongly contributed to his style of cultural wosia community organizing, as well as
having “shaped a lot of...who | am and why I'm dowlgat I'm doing” (Ni. 1, p 104).

In addition to the tribal college, Nick also attrtbs his mother and father and extended
family in influencing his life path and the choides has made, along with the ways that
he has grown, transformed, and changed. To thhttkee theme of desire, commitment
and expectation overlap with the theme of transétiom in Nick’s oral histories, but not

in the form where one consciously chooses the wbdocial justice. The way Nick

speaks of his transformation is from a personasesgwith the added notion of his
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personal path having been woven together to treclegf the family with which he was

born.

I mean my mother and father, you know, met at VdednKnee in 1970s. My
mom was part of the traditional people here ore Ridge that were trying to
fight for their rights. My dad and his side of taenily came from a civil rights
background and so | feel like...in the families thgtew up in, both my mom’s
side and my dad’s side, it wasn’t asking the qaesif...what are you going to
do when you grow up? Or what do you want to benww grow up? To me it
was sort of like by their actions as parents, daytigbuting to society and the
community, it was sort of like what are you gotoglo to contribute to society?
What are you going to do to contribute to yourgdepto your community? And
so | guess there was no...conscious...thing, | wokengpday and | was like, oh,
this is it. I'm going to do this. To me it was @qbed. (Ni. 1, p. 102)

Nick’s family expected he would contribute to sagim positive ways, and that the

purpose of his contribution would have a direct ar@ningful impact on his

community. This level of expectation influence€k$ views on education, identity,

cultural work, and his notion for what is possifidethe future of Lakota people. When |

asked Nick about his expectations of educationtggponse integrated the different

values of the Lakota, with expectations that theesu generation embrace the view that

their best is yet to come. In order for this tewg high expectations have to be directly

tied to deep meaning for the community. Specifyc@ick had this to say:

You're looking at education, you're looking at teedifferent things in those
contexts of who we are. People, place, identltyhase things are intertwined,
and how to find and evolve those things, too. Beeave’ll be the first to say,
like many Indian nations sort of hold up the mashigh, hold up the past of how
our cultures were long ago so high to this pldcevell, we’ll never achieve what
our ancestors achieved because we could nevenlteepees on the prairie. And
it's like, I don’t know if | want to live in teepss on the prairie, and | don’t know
if the best days of our people are behind us. Who say that the best of our
people aren’t in front of us. The best days oflthkota are in front of us, not
behind us. And that means that whatever cultuaewle have, we do have
responsibility to evolve it, and to change it, aoddapt it to the time of
today..so that the next generation can have something tbexvolve and to
change. (Ni. 3, p. 115)
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Even though several participant-narrators spokeiathe importance of cultural
workers creating learning environments that pefgdngh expectations, it still seemed a
bit unclear about how their process generates camntynbased expectations, and once
those expectations are clear, how cultural workeslearners go about achieving them.
Is it a construct of building learning experiengea non-hierarchical manner, or does
creativity and cultural work play a significant eah this process? As | listened to the
responses of the oral history prompts in eachviger series, | started to hear responses
to these questions which clarified how cultural keys can use their early experiences as
learners to create tools for building their leagh@nvironments as educators. Sarah
talked about being pushed to succeed, as a rdwdlving strict dance teachers.
Although hard work and high expectations can féellenging, Sarah learned discipline
and transformed those learnings into her cultu@kveducation practices which are built
on structure. Moreover, Sarah speaks about stgstrexpectations and structure with
feelings of passion, affection, and gratitude.

My very first dance teacher was when | was fivel.ahhad two male ballet
dance teachers...Both of them were extremely sridtthey just gave me a
really strong foundation of technique... | was rgatko the strictness of it and
the structure of it, because | had a lot of chiaamy life as a kid...But | really
loved those teachers. They really pushed me andash't like | felt like they
believed in me...It was more just like they pushea ttis like this is what you're
supposed to be doing. Turn your legs out, poinir yoes harder, work hard. This
is what it's about. So | learned discipline franem, and a passion... When |
danced in dance companies, my teachers were mgtaolis and they were
women....and to me | always wanted to be good ateviea | did, and so |
wanted to be around people who were good at whatbey were doing; |

found those people and stuck with them. | knew i@ art of teaching was just
as much of a rigorous discipline as the art afcgaand theater, and | was
interested in that rigor. And not perfecting ichuse there’s no perfection of
anything, but getting really good at it. And, yknow, that whole thing of like it
takes 10 years or 10,000 hours to become a nmatstemething? | really got that.
After 10 years of teaching | was like, damn, I'opg at this... 'm so much
better...I really recognize...my torture the firstlgigears of teaching was
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...that | was not really that good at it. You kndwpuld see...because | had a

mentor, | could see Kate and how bad-ass she twaaching.

(Sa. 1, pp. 158-160)

According to Sarah, having a mentor who can gthéedevelopment process of
becoming a cultural work educator, contributesholikelihood of educator success.
Having high expectations does not mean that cultwoeakers turn their passion for their
discipline and teaching practice into efforts t@ist perfection for the learner or
educator. Mastery, and a commitment to rigoreegnized as the process and goal.

Research Question #3:
Do cultural workers view their work as an activeatrdoution to social change?

If so, what may be the implications for social seommation?

Solution-Bound: Transformation of Cultural Workers

Authenticity

Another aspect of the teaching and learning expeei that contributes to the
reported successful outcomes of the participamatans, is a commitment to sustaining
an authentic cultural work and teaching practiEeabedded in this idea is the dedication
to bring one’s whole self to the work. As a teachi@n clearly feels very close with his
students, however having a shared familial bommbtshe only primary aspect of his
teaching. Tim views his teaching as an artist, lsedoes not “value the so called
academic achievement over doing something thatlsared meaningful andfar me it’s
the only way | can stand up there and teach and.fay is worth doing” (T. 1, p. 75).
This level of authentic engagement, combined wistrdle as a practicing cultural
worker, is a fundamental means to creating andasusg a thriving classroom where he

can facilitate literary arts learning in dynamicywsa Even though Tim’s cultural and
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teaching work embodied a hybrid career, and thaileg he facilitated was in hybrid

spaces that encompassed mainstream and commuség blassrooms, in the end, Tim

was not able to reconcile his alternative approsetith mainstream education, and he

left the classroom.

As a poet I'm always looking for the real, the plexperience of life and so |
wanted that, and | watch other counselors whorarstly interested in how do |
get these kids to not annoy me, or get this tdk@®dfou know..that wasn’t my
journey at all, it, and | would burn myself outlage done throughout my career
about like making it the most incredible thingoudd, so | think | realized that |
loved it, and that there was something in it f@&. nThat | had some aptitude for it
...I'm kind of good at this...but then | had my figitemma which was.l.don’t
want to be in a classroom. I've always detestadstbom stuff but yet | want to
work with kids. So when the opportunity arouselos Indian reservation | just
said to myself, that’s, this is what kids do, &na not at the point in my life
where I'm gonna change society but I'm just gogoanto the classroom and see
what..works for me, and it's always been very alternatit/e been the path that
I've followed...I'm gonna work with these institutions instead pésding my

time trying to create another institution, and ribat period of my life...ended.
I’'m not sure that | can step into these institasi@nymore because they do feel so
different for me and.l.need to be in an environment that is real, andriot
pretending anymore. So with no anger or bittesrsanything like that, |
stepped away from the classroom andlbn’t even want to try to explain it to
anybody... Ireally...loved what | was doing, and ngs/not the time for that.
(T. 2, p. 85)

Though Tim left the classroom as an educatorctisiral work education

practice did not cease. When he realized thabbk&lao longer teach authentically

through an academic institution, he sought outdnser student Nolan, and began the

process of evolving Nolan’s cultural work practtioenclude the role of lead spoken

word poetry coach. As a result, Nolan now leagspitogram in the classroom, and feels

comfortable and authentically engaged with thenegs. Of this dynamic, Tim believes

the evolution of cultural work learner into cultuveork educator, who is mentored in

their teaching practices by another cultural workeaty be a solution to the problems that

mainstream education is experiencing with margrealilearners and educators. Tim’s
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perspective is that educators, much like learierge needs which are going unfulfilled
and this contributes to the poor rates of successicomes. One way he believes the
achievement gap can be closed is through the eagenrent of educators engaging in
consistent meaningful reflection, and administrasapporting these efforts.

And...while I'm on that subject of what else do we needhange about the
education. we’ve created this idea of prep time and valuirgggheparation
process and creating the lesson plan and alktivabf thing but | don’t think
we’ve given the same value to the reflective tinsmme projects or

curriculums have it in there butno teachers have a reflection period, it's not in
their schedule right? They might have to turnamsthing at the end of the year
saying how did. you meet or not meet your goals for this year viduat about
that reflective piece, and how do we bring it iarm (T. 1, pp. 78-79)

Tim'’s belief in dedicated reflection time for e@diors supports the natural
opportunities that cultural work learning experies@rovide by virtue of their integrative
methods, and performance components. Like TinglBbelieves mainstream educators
want strategies for teaching excellence, and thsywsant to embrace and implement
solutions that will positively impact learning oatones and success rates for marginalized
learners. Sarah thinks one of the core solutismsaviding educators with the tools to
integrate learning opportunities for students whkey embody what they are learning.

| remember doing skits in class...and | was moreragted in my learning when |
was getting up and moving and embodying it, arehkjmg it and being in it... It's
like it's kind of a no-brainer for teachers....at@ers know that it's useful for
education, and not just useful, but imperativedose their kids are bored, and
they're pissed, and they're quitting...especiallgrhschool kids. | mean, there’s
a huge drop-out rate, especially for...inner-cityskin public schools. There’s
like...a 50 percent drop-out rate nationally in peischools in inner cities. So, |
mean...do you want strategies? Yes, absolutely! feraovant to be good
teachers. They are just locked into a systemawidstrdized testing and fear that
they’re not going to teach their kids enough fam to graduate...and so | think
the time is now...especially in California...for clesm teachers to be exposed
to more movement and theater again, and getkltsmore lit about their
learning. (Sa. 1, pp. 163-164)
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Educators who are cultural workers have creative practices that they can share with their
learners. This in turn, helps educators and learners embody the subjects with which they
are engaged. Sarah asserts, much like the other participant-narrators, that one of the more
meaningful ways to get and keep marginalized learners engaged is through creativity and
cultural work. From this vantage point, Sarah asserts that cultural work is a way for
educators and learners to work together on accessing and implementing successful
teaching and learning strategies. Her call to action, especially in mainstream schools that
are experiencing high drop out rates, is for more mainstream teachers to be exposed to
cultural work that they can integrate into all subjects in the classroom.
Decolonization of the Mind

When | originally designed this study, | only intended to collect the oral histories
of cultural workers who are artists because | did not understand the similarities between
cultural workers who engage their communities through sovereignty work. Yet as |
began evaluating the idea of including Nick’s oral histories, and | read about the
organization Nick founded, | started to see overlap between his cultural work, his
teaching practices, and the educational components shared by the other seven participant-
narrators. At the exact same time, President Obama extended an invitation to Nick for the
Tribal Nations Conference. My interest was further piqued due to President Obama’s
comments during the Tribal Nations press conference. The work of Nick and the
Thunder Valley nonprofit were liberally praised, especially the instruction in Native
language, customs and spiritual practices. What was interesting to me is that these
aspects of cultural work are not praised or reflected as values in our current educational

policy, which places an emphasis on science, technology, engineering and mathematics,
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and provides very little support for the integratmf cultural work throughout
mainstream education.

When Nick and | met for his interview series imJary of 2013, much of Nick’s
work with his community was immersed in definingyseignty thoroughly and clearly.
According to Nick, sovereignty involves the decrsiaf a community to “take ownership
of our future.” As a cultural worker engaged ie facilitation of the decolonization
process through education, there is an emphasis/esting energy and time in how
different members can come together and exploré sdaereignty really means. Nick
describes a part of this process as a way of engadji members of the community from
an empowerment, and decolonized mindset. Addilipngis the cultural workers
responsibility to engage in inquiry with communimembers “without preconceived
notions that we're the teacher” (Ni. 2, p. 111).

Personally, Nick differentiates between the desirenow and define what
sovereignty is, versus being able to teach itthiiik for me it's not so much arriving at
the point of wanting to teach it, but more of wagtto learn what it is, and learning what
it is in a very practical, meaningful sense of hzam it actually...preserve our cultures”
(Ni. 2, p. 112). Consequently, the importanceaveseignty and educational pursuits is
in their capacity to preserve the Lakota culturevays that are driven by the community
of learners.

Rulan also places great emphasis on the decot@mzarocess, and this work
begins with a peeling away “of the techniques tiraitve all come in with, including
myself” (R. 1, p. 26). Decolonization as a toal éthentic learning has as a principal

aim to learn how to unlearn. As it relates to gaious contemporary dance, the purpose
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is expressly to move away from the learned formsovement until each person can
“find this ancestral way of moving” (R. 1, p. 26)his process requires much time and a
conscious release of old patterns of thinking, goand engaging in creative work. For
Rulan, the thrust of her decolonization and cultu@rk practices have encompassed a
“forty year revolution..creating indigenous theatre and dance that is daatendigenous
world view... completely coming out of our perspeesV (R. 1, p. 24).

Nolan also subscribes to the importance of decoéion educational practices,
and he credits his process of transformation amhewed sense of cultural identity to
the Spoken Word Poetry Program. He believes tisgiride in being a member of the
Navajo Nation can be attributed to “what | learnad.school, through this program” (N.
3, p. 67). The essence of cultural work helpsies find balance and ways to come to
terms with the world and their place in it as leasnand educators. The writing process
“Is sort of our way of..searching for that harmony in ourselves and sdsingwe
can..work together” (No. 2, p. 63).

As Nick, Rulan, and Nolan exemplify through thearious mediums of cultural
work, each of their disciplines and ways of reaghearners are valid. Moreover, the
universal value of the decolonization process issiability to draw from the innate
knowledge of each person, leaving them empowereghged in their learning, and

positively transformed.
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CHAPTER V
ANALYSIS AND RECOMMENDATIONS
Introduction

The findings in Chapter IV showed that the papagit-narrators: (a) facilitate
learning of cultural arts through peer-based emvirents, however may not identify with
the term educator; (b) self-identify and/or resenaith the terms artist, coach,
choreographer, community organizer or practitiof@rsee themselves as maintaining
high learning and growth expectations for all imaal in the learning process, which
requires an equal and simultaneous learning andiggoof themselves as facilitators in
this process; and (d) believe that valuing studerttice and perspective, alongside an
educator’s commitment to transformation of selg equally essential to the learning
process contributing to social change.

As a result of these findings, this study providesie insight into how cultural
workers connect their work to mainstream educatmad, address gaps within the
mainstream system of learning. In this chaptdrs¢uss the findings in relationship to:
the current academic literature; Critical Theorg dmansformative Learning Theory
frameworks; and | also offer recommendations fourke research and mainstream
academic practice.

Research Question #1.:
How do cultural workers view and define the wayythenduct their lives and work?
Family
Sense of Safely Belonging
The significance of family in creating a sensdelonging contributes to how

cultural workers create and sustain learning emvirents. Amy, Rulan, Nolan and Sarah
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commented on the need for learning environmentsetihzke a sense of family, and
related this theme to the sense of having a legraimosphere that ensures safety for
everyone involved. Sarah elaborated on this iddeer second oral history interview by
sharing the following:

And then we talked about it later while we wereting script, and...this kid

who talked about histhree suicide attempts, he said this is the fins¢ that he

ever felt..really held by a community because he just fet hlobody was

trying to fix him or change him or encourage honwhatever. They were just

witnessing in this very loving way. (Sa. 2, p. 166

Tim also spoke about the experience of belongnd,sense of family, however
his experience is different from the other par@cipnarrators in that he indicated feeling
personally challenged because he was so closehigittudents in Pine Ridge that he
actually had a very hard time leaving the schodl e reservation. Consequently, Tim
had no intentions on building and sustaining ckaseilial ties with his students once he
arrived at the Santa Fe Indian School, howeves#mee sort of bonding occurred. “All
of the sudden.I'm supposed to start this book word program amséhchildren.are
gonna be my children, it's just the way it's gorb& and I'm gonna be their dad”

(T. 2, pp. 81-82).

Literature on indigenous education supports thee&pces of Sarah and Tim in
that the learning is seen as a conscious procagsumding every day lived experience
within the context of community and extends indiges education to emphasize a sense
of community that feels and works like a family {€a, 1994). Inclusion, safety, love,
and faith are hallmarks of these learning enviromsieand while Tim is Irish and he has

taught exclusively in Native schools with Nativeldren, Sarah is not Native American,

and neither are her students. Sarah teaches pyirA&ican American children and
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young adults in a predominantly African Americamgounity, yet the tenants of
indigenous education pertain to non-Native cultwatkers who teach and embody
pedagogy that is practitioner based.
Conscious Care

Social marginalization has threatened the commuamtyindividual wellbeing of
marginalized populations over time, due to longrtexposure to poverty, violence and
societal ills. Mainstream systemic oppressionyrira and marginalization have broken
the capacity for many communities to care for thelwes through historic modes of
social networks, thereby thwarting restorative widlial and community wellness
(Ginwright, 2011). Nolan and Tim, both cultural ikers in a Native American school,
shared in their reflections on the dynamic of wogkwith Native populations of learners
who need and benefit from linguistic, spiritualdaultural restoration to promote
healing and growth. In Nolan’s third interview, ¢@mmented on his mentor’s bravery
for creating the Spoken Word Poetry Program whevag evident that the poetry and
story creation process would reconnect the studerttee wounds of the Native
American history and present day traumas, as wdl@ healing that comes from
remembrance and cultural restoration. “McLaughlan‘gery brave man for...walking
into the Indian School setting and pulling theseist out of us...when...it was very
clear...that they were attached to some seriousddeatand old injuries” (No. 3, p. 67).

While Ginwright (2011) recognizes the negative tblgt oppression has played
in the African American community, he also ass#réspositive role caring
neighborhood-based organizations have had in lggélincan American communities.

At the heart of this work are the people who impatthe programs in these
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organizations, contributing to the positive devet@mt of young people, as well as
facilitating the healing and care. This sentimergrticulated through Sarah’s
experiences as a cultural worker and educator pvitharily African American youth, as
well as the other seven participant-narrators whd«an Latino, Hispanic, Native
American and poor White communities. Sarah and Rave consciously chosen to live
in the same communities as their organizations.eaatt believe this is an extremely
important component to being a meaningful and auibeultural worker. Sarah
contends that, “living in the community where IdRais a key factor in meaningful
work, but more so, by living and working in the saoommunity it is seen as a level of
conscious care by both families and students wlw Wi as “sticking around in the kids’
lives.” Sarah also believes that care is one ®tlost fundamental reasons for engaging
in the educational process, as a learner and emlybaicause education exists to “learn
how to be with each other. How to be human beinitjs @ach other, next to each other in
a compassionate, loving, respectful, caring way. (5 p. 168).

Based on Nick’s travels and observations of maffemdint communities across
48 states, Nick learned that “the most powerfulgbeohat...were influencing the most
amount of change at every level...were in the comtiemihat they were from...And so
for me that was like a huge eye-opener” (Ni. 11¢R2). Consequently, this realization
was a big factor in Nick moving back to Pine RidRgservation and beginning a career
in cultural work as an intergenerational communoitganizer. Furthermore, Nick
believes Native American people, by virtue of themg indigenous people to the land

in the United States, have an even stronger tiegmotion of home and place.
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| think that work of reconnecting to identity...ithfferent when it happens in a
place where your people mostly have always béémnk there’s some power to
that...there’s something spiritual to that. Our atoes walked on this piece

of land here, and that we have stories...that wedreected to this earth.

(Ni. 3, p. 115)

The learning and growing that comes about asudtrelscommunities and
individuals identifying and connecting themselvesiteir homes, restores a part of their
collective cultural identity, and further strengtisehe teaching and cultural work of the
educators. This suggests that when cultural werez either from the community with
which they work, or have lived in the community foany years, the cultural workers are
able to provide a level of conscious care to tharmanities they serve, thereby creating a
much more effective and meaningful impact in treenéeng environments they create and
facilitate.

One benefit of conscious care that was expresg&llan extended to the
community itself. Even though Rulan works withexydiverse indigenous
contemporary dance company, each time the dancpaoniravels to perform or teach
in different indigenous community settings, Rulaksaan elder for permission to engage
the community. By making this kind of meaningftfbet, Rulan as a cultural worker
engaging in education initiatives takes into ac¢dhbe individual learners, and extends
her conscious care efforts from the individualieit respective community. This speaks
to the comprehensively positive role conscious carehave on communities, which can
aid in restoring individual and collective wellngg§inwright, 2011).

Amy spoke about a correlation she witnesses betaestudents’ ability to take

risks in their personal learning in order to pragren their mastery, which is directly

linked to the responsibility and capacity of custinvorkers in the discipline of circus arts
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to create extremely safe physical environmentsAnity’s experience, once safety is
ensured and communicated, the learners tendpomdgo the cultural workers
encouragement to take risks, increasingly with*deginning risk” (A. 2, p. 8),
especially as they are just beginning to work teettep mastery. And while circus arts is
physically demanding and many of the activitieshsas trapeze, stilt walking, and
acrobatics can require very foreign ways of mowdng coordinating one’s body, this
discipline of cultural work represents a greatason for why a learner might be
apprehensive in the beginning of the learning scand consequently why a cultural
worker may be more successful in teaching newssitithey can provide a maximum
sense of safety, combined with a genuine levebokistent encouragement.
Cultural Workers: Practitioners Engaged in Learning

Rulan and Nolan, of all the participant-narratevere very specific in not self-
identifying as teachers. Rulan self-identifies ahareographer when describing her
work. Nolan, on the other hand, self-identifiesaasgpoken word poetry coach, even
though he teaches at the Santa Fe Indian School.

Mi’'Jan: What in your life prompted you to teachdmach?

Nolan: Ah, well | was sorta primed for it...my men Tim

McLaughlin...challenged me to come in to the wgaldssions that we had in the

evenings at the Indian School and...so | was tngctown from Albuquerque to

Santa Fe ah, two or three times a week to maketlitese practice sessions and |

was really transitioning into a player coach sdntole...so | transitioned into

becoming what he... later called...an apprenti@els. (No. 1, p. 53)

The literature on experiential education, accordmthe Association for
Experiential Education (2012), supports the idagdqrth by Nolan and Rulan which

assert that the role of educator is one of praci#r who engages with learners in

purposeful ways, through direct experiences. Yalka spoke about her background in
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teaching mural arts where students and culturakersrfacilitate mutual learning,
understanding, and respect. Yuka explains theeggiraf mural arts education as a
progression of “collaboration, and expressing ydeas, and having each other
understand it” (Y. 3, p. 126). In the instance ofenunity-based mural art instruction,
learning is a process of direct experience andtipeawith peers, and the cultural worker
is the facilitator in this process.

While each participant-narrator discussed the ingmme and meaning of their
particular cultural work discipline, it was Amy wistated that the discipline is just the
vehicle, and not the true essence or heart of tremsformative work. Amy believes that
while she teaches and practices circus arts ardethehese disciplines are only mediums
to facilitate growth in a learning environment.

Those were just the mediums that came to the famefr.for what I'm

doing...I'm actually being an activist...And | thinkat that's what holds across

the board when you get people together who amgdabis kind of work, is that

the medium is...just the medium that you happenddkwn. But what you're

really doing is the same thing that they’re doifilgey’re just using like spoken

word, and you’re using puppets, and this persarsiisg, you know, like visual

arts. (A. 3, p. 20)

Amy conveys the idea that the most valuable asgimtactitioner based,
experiential education, is the deeper level ofleaand educator engagement. Amy has
noticed over the years of teaching circus artg,ttiexre are several kinds of learners.
Some people best learn through talking and listgmarile others are kinesthetic learners
who have to move their bodies before they can wstaled a concept. In this way, the

cultural worker approach to teaching and learnipgl@ng, saying, and moving can meet

the varied needs of learners.
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Research Question #2:

Do cultural workers connect their stories to therent academic discourse on the

purpose of education, and current gaps in our rtreg® educational system?

If so, how?
Popular Education: Educator as Facilitator

Cultural workers connect their work to the curracademic discourse on the
purpose of education through their popular edunaproach to teaching and learning.
That said, cultural workers do address the cugaps in our mainstream educational
system as it pertains to marginalized populatidiearners differently than the
mainstream educational system. Five of the ppdrt-narrators engage in learning
environments which comprise the same marginaliegaching populations that No Child
Left Behind (NCLB) attempted to engage via refoffiforés: Hispanic, Latino, African
American, and low income White students. Additibndhree of the participant-
narrators also teach Native American populatioleafers. Where NCLB attempted
educational reform efforts through annual stand&ditesting, and then judging schools
based on their performance (Carey, 2012), culicakers engage with their learner
population through a combination of: expectati@mmscious care, and passion for
cultural arts and education work. In additionttege core educational values, each
participant-narrator views their role in learningvgonments as practitioners who
facilitate the process of learning in a non-hienéral, empowered manner. Specifically,
Amy recounted one story from the 2013 year of teerivhere she felt her role as a

facilitator was strongly illustrated. “Teachingnee is really about being in...dialogue...
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you're both learning...I just have certain skills Isharing with the other person, but
they always have something they’re sharing withafnequal value” (A. 1, p. 5).

In terms of popular education, the literature eshand supports this idea of
educators as facilitators who share in the prooéssaching and learning, thereby
generating a liberating educational experience (©@s2009). Even though Amy was
amazed by the different ways that the 2013 circtssiatensive grew and transformed, it
was during Amy’s second oral history interview tbhe clearly articulates a story about
this group of women learners who created an enmmeart where the entire group could
support one another. From that space of co-legramal co-teaching, each member
consequently underwent a process of mental, enadtiand physical liberation without
the educator, or any one learner taking ownershipeoprocess or outcomes.

Tim echoes a similar sentiment in how he was th&volve from his role of
central guiding figure, or father, in the classrosetting that mirrored family
connectedness and bonding, to a more emotionahaisiable role of compassionate
educator who helps learners by “holding the spac¢éhiem to do what they need to
do...not taking on the task or the worry for therhaving faith that it's gonna work out
the way it needs to, even if it falls apart” (T pp. 81-82). In Tim’s experience, this
level of closeness also encompasses enough spat¢ealthy boundaries for the learner
to have their own experience. The learning proeéssoffers an added benefit of
providing much needed freedom and ownership ofdaming experience, for both the

learner and educator.
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Desire and Commitment
Passion

For each of the participant-narrators, the edanatiand cultural work processes
are infused with passion. According to Cajete @0hdigenous People experience the
educational process in terms of interaction, figdame’s heart, and building a foundation
to completely and authentically express life. Saedlects these ideas, describing her
teaching as a combination of “playful, serious,s@sate work” (Sa. 3, p. 172). While
Sarah’s teaching and cultural work career was @mft@d by the strict discipline of ballet
and modern dance training, she is quick to poinhtloat she was truly inspired to teach
the way that she teaches based on her passioodiat gistice work, and creating
original dance that is collaborative. Sarah semdationship between what cultural
workers can expect from their students, and thel lefspassion that the cultural worker
embodies. “If I'm passionate, if I'm full out inverything that I'm doing, the way that
I’'m teaching them, then | can ask that of them. Xritn not...then I lose it. Then | lose
them” (Sa. 3, p. 172).

Rulan conveys a similar idea in that some of hestformative learning
experiences as a youth were in ballet dance titiowever as a young adult Rulan
trained in powwow dance. Because dance did noeasasily to Rulan, even though she
very much wanted to be an extremely talented badeshe became that much more
passionate and committed. Accordingly, her cultwak and teaching practices derive
from a place of passion that Rulan conveys askésrof inspiration” (R. 1, p. 27).
Nelson (2008) affirms this idea of noticing anddaling the passion with deep interest

for both the learner and educator in indigenousgedy. Rulan, moves this idea further
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in her observation around these strikes of inspmabffering that passion and inspiration
do not build super talented professional dancerweler the goal in her passion filled
cultural work and teaching practice is to creatgegiences that address and engage a
whole community, with the additional gift of beiagtransformative ritual” (R. 1, p.

28).

Expectations

The expectations that a community has on educatatdearners must be current
and go beyond the mainstream educational modelhndmtphasizes reading, writing,
and arithmetic. These expectations also have tadaningful, comprehensive and
relevant in order to address the needs of prepandigiduals to lead and sustain their
communities. Similarly, folk education is not cented with creating education for the
sole purpose of professional or vocational instamct Instead, folk schools derive their
greatest meaning from facilitating community empowent and transformation through
the conceptualizing of identity (Lawson, 1991). IMcen (1994, 2005) asserts the goal
of development and education, when guided by pasaigthenticity, and personal
experiences, form a much needed connection betlwemmledge and power for future
action.

Of all eight participant-narrators, Nick’'s workaempletely based in a rural
setting. As such, his oral histories shadow thanés of folk education, which speaks to
the importance of expectations that operate indirections: expectations of current
adults and elders on the next generation to evaketransform their communities, and
expectations that the youth can have of their cailtvith which to build on the legacy of

their elders.
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You're looking at education, you're looking at sieedifferent things in those
contexts of who we are. People, place, identltyhase things are intertwined,
and how to find and evolve those things, too...Tést lbays of the Lakota are in
front of us, not behind us. And that means thaateter culture that we have, we
do have responsibility to evolve it, and to chaitgand to adapt it to the time of
today...so that the next generation can have songethere to evolve and to
change. (Ni. 3, p. 115)

This theme of expectation is also closely tiedne of the central principles in
indigenous education: the notion that learning @adhing, when interwoven into daily
life, can bring about responsible relationships agnpeople and build conscientious
communities (Dugan, 1993). Nick’s perspective oviibe Lakota may go about
determining sovereignty for themselves, and prasgrand growing Lakota culture
within the context of who they are as a people thaglay, is an idea that supports the
literature on indigenous education as a way togaaimout learning and teaching
connected to daily life. Moreover, the value a§tparticular pedagogy is rooted in a
foundation of cultural and indigenous perspectagewell as communal ways of being.

Research Question #3:
Do cultural workers view their work as an activeatrdoution to social change?
If so, what may be the implications for social seommation?
Solution-Bound

Embedded in cultural work is the process of tramsftion of self, as well as the
process — not just the manifestation or resultEbemg solution-bound. Consequently,
the impact of cultural work is rooted in activelyrtributing to social change.

Of the eight participant-narrators, both Tim amdeh have teaching components

of their work where they function as educators wéaxrh other educators. They both

spoke extensively on the need for solutions in @sking the mainstream educational
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system challenges, especially with learning envirents which serve Native American
students and students of color. Tim and Saraledlstories and their perspectives on
why chronically high drop out rates exist in puldahools across the nation, as well as
what mainstream teachers experience and repoitfigsities in reaching their students
in mainstream classrooms. Sarah has specificaltivated a teaching practice, in
addition to the work she does in dance and sagsdiice at Destiny Arts, where she
teaches inner city educators in the San FrancisgoMea through professional
development opportunities and programs. Whilelshedieves that mainstream
educators certainly want strategies for teachiragkence, she thinks one of the core
solutions missing in mainstream education is motegrated learning opportunities for
students to embody what they are learning.

As a result of his unique teaching experienceativlé American schools, Tim
focused his energies on creating solutions for atioie through his time as the founder
and lead coach at the Santa Fe Indian School Spaked Poetry Program. In 2012,
though, Tim decided to step outside of the classraad direct the Spoken Word Poetry
Program so that he could occupy the role of metatdolan, who is now the lead coach.
Both Tim and Nolan envision solution-bound educatiatiatives from a holistic
standpoint, with primary goals of learning and teag that function as a vehicle for
preserving culture and language, in incrementglestacontributing to the betterment of
everyone.

Language, culture, tradition and self-determirmatoe central to the learning
framework of the Spoken Word Poetry Program. Ieess, learning is supported

through ways in which education explores and calelsrindigineity (Smith, 2005). But
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this approach is not bound exclusively by traditismme prominent cultural workers
view this work as an invitation to bridge traditadiwith contemporary ways of being,
learning and teaching. Trudell (2008) supposesdhson for the current Native
American generation’s existence is to learn frowhes, interpret what has been lost
through oppression and colonization, then to agbessurrent reality, which is used to
arrive at a new set of knowledge to bring positiiange forward.

Tim, Nolan and Sarah envision their teaching pcastas being solution-bound.
An additional aspect to this theme is how cultaréé can be utilized to achieve the
solution-bound mindset in educators and learn€nmn has witnessed many students who
may lack confidence or feelings of authority intmg, open up to the process of writing
and performance through the remembering and tetifragpntemporary and traditional
indigenous stories. Nolan has also observed time gdoenomenon as a poetry coach,
and experienced this transformation through cultams as a student. Sarah articulates
this notion of being solution-bound as a practicd ts not always challenge-free for
educators. She has learned that patience in tleasaucombined with learning
experiences that integrate embodiment, are eqasfigntial ingredients. Nelson (2008)
asserts a similar idea in that there is value ingusur whole bodies and different parts of
our minds as a means of opening to more fluid vediysrowing and being. This type of
embodiment and integration of cultural arts inte lgarning process is thereby meant to

be explored by learners and educators alike.
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Transformation of Cultural Workers
Authenticity

Sarah describes authenticity as a cultural woaikereducator as the ability to “be
real about what's going on for you,” which may betreflected every moment of the
teaching day, however the general sense is theltitepauthentically provides a safe
space for educators and learners to “feel safegimatnen the opportunity arises in the
structure of this group to share how you really &®ut something” (Sa. 2, p. 167).

Like Sarah, Suaro believes authentic teaching epesses safety, while also recognizing
that “we all have different ways of looking at tgg1 (Su. 1, p. 131). Authenticity to
Suaro, in the context of the mural art creatiorcpss, means being direct and honest
with himself, and then communicating about the peegion of the mural arts process
with his students. And Rulan sees authenticitg ascessary component of cultural
work evolution, stating that she is “less interdstecreating the same work, the same
way, every time,” but that she feels most compeitedreate environments where people
are “bringing the whole person into the space...ustdading how that impacts how they
learn...and what...we learn from each other” (R. 29).

Authentically teaching requires interconnectednéssthentic educators teach
from a place that combines who they are, what bedigve, where they are from, and
how they read the world. This is not a procesé Wit sole aim of mastery, or
regurgitation. Each of the eight cultural workexpressed the universal need for
fostering learning environments where creativityg amovation can flourish. At the root
of authentic learning experiences is the symbi@iationship between educator and

learner. The educator can only create an authksaining experience to the degree that
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they embody authenticity across all of their wonkl grofessional lives. For those
cultural workers who embody authenticity, they anéy effective to the degree that they
can practice patience, and clear, direct communpitatith learners. As a result, and
only after these fundamental values have been piiesh learners can accept the
invitation to learn in ways that are authentic amehningful for them, completely
encompassing their learning style.
Decolonization of the Mind

Unlike the other seven participant-narrators, Ndé&cilitates learning in the same
program which taught him and grew his practice peet. Consequently, Nolan’s theme
of transformation in learning and teaching derifrem this distinct perspective. Nolan
embodies Freire’s (1970) educational view and thebpraxis as reflection and action
that transforms the world. Moreover, Nolan’s dristories — more so than any other
participant-narrator - speak to this concept okf@&om the perspective of a current
higher education mainstream student, who simultasigeeducates middle and high
school youth in the same program where he wasdestu It is through this unique
dynamic of the student-who-becomes-the-teachevelisas the particular ways that
Nolan’s participation in the Spoken Word Poetrydram influenced his
re-indigenization, that he began to recover his samse of being Navajo. Nolan’s
reflections on education come from the same legrplace that he currently takes action
as a facilitator of learning, and both of theseezignces have fostered Nolan’s
transformation of self.

Rulan also believes in the need for decoloniza@snan aspect of transforming

self in positive ways. Rulan defines decolonizimgctices as:
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Decolonizing body, mind and spirit...the idea ofldung trust in people’s

instincts...reinforcing that who they are as Natre®ple is actually who they

need...empowering people’s individual sense of iedegty...so they can feel
strong about themselves and then make good desigibich will then impact
who they are as a community and from that...allomsfdidarity between

indigenous peoples. (R. 1, p. 29)

This form of decolonization, as explained by Rulaorks twofold: it initiates
much needed healing, so that social change cam.oGinwright (2011) affirms that
healing fosters community optimism and transfororabf spirit that leads to a healthy
and vibrant community life. In cultural worker comnities, support is integral to the
process of transformation through decolonizati®me of the subtle nuances observed
through the analysis of the transcripts from thed bistories was how often the collective
wewas emphasized among the indigenous participan&tioas. Nolan and Nick both
answered my initial questions in the plural, everugh | specifically directed the
guestions to each of them individually. WhenHKeakNick “How would you define
what you do,” he responded “So we” (Ni. 1, p. 10Nolan responded to the same
preliminary question with a thorough descriptiortted Spoken Word Poetry team.
These community-rooted responses suggest thatindig education, as well as
decolonization practices, are embedded in theftetié experience that it takes a
community effort to bring about personal, indivitltransformation.

As the idea of transformation pertains to the ogaticipant-narrators and the
very diverse learner communities with which thexeland work, the role of cultural
work is one of preserver of cultural arts, and demiaer of mind, body and spirit. Rulan
is quick to note that cultural work is not fixedhdacontinues to evolve, stating “how can

| teach what is still being invented? It's note ®orm” (R. 3, p. 42). Decolonizirthe

mind as a conscious practice of transformation ratiiegly changes the process of
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education and its outcomes. Much like liberatidgaation as a practice towards
freedom (hooks, 2003), the practice of decolommasiupports educational learning
spaces that build community and provide supporpémple interested in sovereignty,
critical consciousness, and freedom.

Implications for Critical Theory and Transformatilearning Theory

My research not only blends Critical and Transfaimealearning Theories, it
also extends each of the theories. Critical Themgages people in critiquing their
world, and is particularly concerned with the wéyat power and justice are influenced
by social institutions such as race, class, geaddreducation, to construct our social
systems (Kincheloe & McLaren, 2008, p. 288). Tfamsative Learning Theory
attempts to explain learning as a process of cocistig an interpretation of one’s
experience based on prior experiences and intatpyes in order to direct future action
(Mezirow, 1996, p. 162).

This research integrates the two theories in theh ®f the cultural workers who
contributed their oral history narratives to thesearch not only creates learning
environments that foster the process of a worligere, but also define learning as a non-
linear, non-individual process. Each participaatrator emphasized the importance of
collective community where learners are educatord,educators are learners. And
while interpreting one’s experience is paramourgurding future action, it is not the
goal in and of itself, nor is the goal exclusiveahe individual. Everything is about, for,
created, and sustained by the community, espeamNative communities that place a
strong emphasis on the collective versus the iddal. The learning and teaching

processes of cultural work re-engages cultural emess and learning, along with
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indigenous language and heritage. These sentiraeats to be of special importance,
and were specifically expressed by Nolan and Nid¢kg come from Native tribes that
experienced extreme historic oppression via coltion and genocide. Consequently,
the learners in their language, storytelling, aatuevitalization and preservation
learning efforts do not always have access to fhast. To say that these learners have a
prior interpretation, or understanding, that thes/asing to make meaning of current life
in order to transcend future life actions, is natwaate.

Transformation of the Cultural Worker-Researcher

| have been a mainstream educator for over tersyeducating some of the same
populations of learners as have my participantatars in New Mexico and the San
Francisco Bay Area. In addition, | have spentifisé five years as a cultural worker,
primarily in the discipline of story collection amlissemination. This research has
facilitated a personal, subsequent transformatany own cultural and education work,
giving me a new perspective on how | view mysett any relationship to the integration
of all my work. Collecting the oral histories ai@h participant-narrator gave me insight
into my own teaching and cultural work practicd esflected on the reactions to each of
the interview prompts.

Part of the natural trajectory of learning how tmduct and meaningfully engage
in oral history collection is learning how to adly listen to unique responses, as well as
learning how to cultivate an appreciation for dseeperspectives. As a result of this
research, | have become more confident in my ek eultural worker, and am now
insistent in integrating more of these learninge imy teaching life. Although I have

generally made a strong effort to be mindful duting interviews and not interrupt
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during any time that the participant-narrators spaollecting these particular oral
histories posed a challenge: many of the parti¢tparnrators stories about community,
liberation, and education, were emotionally chargkdterms of this process, | learned
that as a cultural worker and mainstream educhsming prior experience in both roles —
singular and integrated — | was better able togasstions, which was an advantage in
building rapport and gaining deeper access. Ingesf the research, this was an
advantage, and in terms of my own teaching pradtice had an additional benefit of
promoting growth and transformation. At the endha$ journey | can say that | gained
access to, and greater clarity, in successful teggractices from eight unique cultural
workers.

Realizing how important the ongoing practice ahsformation of self is to
cultivating meaningful learning environments hasimee more intentional about
engaging in this process throughout my roles asareter, mainstream educator and
cultural worker. Previously I only saw the valdgransformation of self in a linear
manner, and felt it was best utilized as a cultwaiker because cultural work seemed
more creative and malleable than teaching. Tlsisaeeh has confirmed the importance
and necessity of engaging in transformation of, s&lél bridging that transformation
process and enhanced level of awareness into tieokork | do, inclusive of
mainstream education and research, most espegidtiynarginalized populations.

Discussion

The responses to the oral history interviews cotetlin this body of research

assert that cultural workers and the learner conmmegrbenefit from the liberal use of

creativity within the context of learning. Eachtbé participant-narrators are passionate
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in their work, and their teaching practices demi@tstconscious care. The cultural work
learning environments encourage educators to byaadrcise creative license while
teaching, and consequently their marginalized kErgpopulations thrive. It is important
to note that cultural work learning environments aot compulsory, even though they
teach similar facets of mainstream education ssdheaacy via spoken word poetry; and
mathematics, engineering and history through mantal As we witness marginalized
learners choosing to opt into their educationalucal work experiences, we
simultaneously observe many marginalized learmersainstream K-12 education
classrooms who are dropping out, and experiendiafjenges in successfully meeting or
exceeding prescribed measures of achievement.

The cultural work learning communities which werghtighted in this study
illuminate four strategies and lessons which fostecessful outcomes in their
marginalized learner populations. The specifiatsgies in cultural work learning and
teaching environments are: a) community centereddeected; b) experiential in nature;
c) solution-bound, as opposed to oriented on fajland d) committed to conscious care.
As mainstream education environments continue tdwathin a system that is directed
by educational outcomes via institutional tests muashdates, perhaps it is time for
educators to reflect on ways that cultural workeadwn can be integrated into our
mainstream classrooms as we move forward with dalkeémrm efforts and educational
policy. Specific attention needs to be paid taléag practices and processes that embed
community derived expectations with popular edwrateaching methods, instead of
focusing solely on teaching practices that valaerimg outcomes via standardized

testing. Moreover, there has to be a shift in atlan that transitions the field out of
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either/or binary teaching and curriculum approachad moves the field of education
into inclusive, integrative and pluralistic praesc To improve our educational outcomes
with all of our learners, the United States mubhggiish our limited vision of art and
cultural work, and enter into a discussion on waystegrate the arts and culture into
every mainstream classroom.
Limitations of the Study

This study was done in three very different andaahyit regions within the
United States. Moreover, the art disciplines #ratpracticed and taught by each
participant-narrator are specifically: spoken wpaetry, contemporary African Diaspora
and Native dance, mural/visual arts, circus artstheater. The one sovereignty worker
who contributed to this study is Lakota, and fromeFRidge Reservation, South Dakota.
There are many tribes and sovereign nations itJtiieed States, with their own unique
languages, cultures, customs, prayers and traditidihe findings may be different with
cultural workers who practice different disciplines engage in sovereignty work in
different parts of North America who may or may hate experienced colonization in
identical ways as the Lakota. Additionally, the #mmample of eight, and the emergence
of a co-created methodology during the third iniamy all contribute to the specific
findings of this study and may not be generalizable

Recommendation for Further Research

Research conducted by the RAND Corporation detexdhancorrelation between
individuals who were either exposed to the artisamt formal art education in their youth,
and their rate of participation and engagement thigharts as adults. Conversely, those

individuals who did not have exposure in their yguto not support the arts as adults
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(Brooks, McCarthy, Ondaatje, & Zakaras, 2005). NgsChild Left Behind mandates
waned in 2012, two new initiatives emerged: Comi@ore State Standards, and an
increase in support for science, technology, ereging and mathematics (STEM)
education. With the absence of cultural arts asssential component to compulsory K-
12 education, the nation faces a future with femweividuals who are engaged or
exposed to the arts, who then grow into adults ddvaot participate. Suaro spoke about
his concern with mainstream cuts to the arts asngeing cycle with negative
consequences, “the more...this system cuts back a&ople...are more separated from it
and they have a harder time becoming a part ¢&i” 1, p. 139). One can only wonder
about the long-term impact the United States gavent will have on this generation of
youth when we consider that the House of Repregeaesacommittee on appropriations
approved a bill in the summer of 2013 to de-fural Kational Endowment for the Arts
by 49%, proposing to reduce the largest governrheptxational budget for the arts to a
level not seen since 1974 (Ng, 2013). Two unfatearpossibilities are likely: (a) the
current generation of youth will not experience déines in community based settings or
formal education classrooms, and (b) the curremkwbthe eight participant-narrators
as well as similar cultural work initiatives thrdugut the United States, will not have the
capacity to grow and contribute to the transfororabf communities through learning
environments.

While much research has been done on the rolevags that the arts influence
cognition and this fields importance in the fieldeducation (Kieras, J., Posner, M.,
Rothbart, M., & Sheese, B., 2008), it is worthwhdenote that future research endeavors

into this topic area of cultural workers who faeite education, may do well to use
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research methodologies that are artistic, creadind,participatory in nature. | came to
this understanding and awareness while collectiegtal histories, specifically with
Nolan and Tim, because their medium of culturalknerspoken word poetry, or stories.
In essence, this methodology compliments mucheftork with which they engage in
their classroom and cultural work practices. Femtiore, | also discovered that
additional considerations must be made, espeaidign collecting and working with
Native communities as an outsider. Trust has touig¢, and it usually does not develop
in a linear or binary framework.

In my endeavor to collect the stories of eightipgrant-narrators, | found that |
had to be willing to hold the tiger’s tail and gothe direction | was being led. If I did
not let the research lead me and the participamétwas, then neither of us would have
found our way to co-developing the third interviewshat oftentimes felt like the
absolute heart of this research - and | never wbaia stumbled upon the unique
student-to-teacher narratives that Nolan and Tiarexsh Collecting the oral history of
students who grow into cultural workers engageeducation gives the research a double
opportunity. En lieu of a longitudinal study, whican be prohibitive in Doctoral
programs because of programming time and fundingtcaints, the student-to-teacher
dynamic captures the stories and learnings frohestis of these programs, and also
shares knowledge of those who become educatorgrantitioners as adults, and teach
from that place and perspective. To that end, adstnators, oral historians, funders and
researchers should pay great attention to collgctarratives of transformation and

growth in learning environments which encapsulagedynamic of student-to-teacher,



from a multitude of communities that demonstratecess, empowerment, and

dedication, much like the cultural worker commuasti researched.
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