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ABSTRACT

Expioring "internalized” Racism in Elementary (Intermediate) English as a Second
Language Students

The qualitative study explored racist self perceptions through interviews with
sixteen elementary students of Chinese ancestry from the Richmond School District,
British Columbia. Particoants were intermediate level, Enghish as a Second
Language (ESL) studemts The interview's were semi structured.  participants
comments were taped and transcribed verbatim. Findings fell under two broad
categories: feelings of exciusion and perceptions of Hong Kong, Taiwan and
“Canadian” cultures. The absence of a Chinese cultural presence at a systemic level
in the educational setting contributes to feelings of exclusion. It also appears lo create
an environment where participants are receptive to internalizing racist messages
about their cultural group from the dominant culture. The theories of Foucauit, Bakhtin
and Freire were used to help understand the process by which young people take on
the norms of society for naming themseives and by so doing develop racist self
perceplions.

Foucault’s exploration of the panopticon provides a metaphor for the
mechanics of disciplinary power in the education system. The panopticon, a type of
prison, was characterized by a circular building in which the guards could not be seen
by the prisoners. The prisoners never knowing when they were being observed
became overseers of their own behavior. The panopticon helps explain the role of the
norm in disciplining participants whose world view differs from the norms of the

dominant cuiture.  The work of linguist Bakhtin is used to explore how through

language participants privilege and “internalize” some of the racist messages in their

environment. Freire’s “adhesion™ theory sheds light on participants who appear to



mirmic some of the attitudes and behawors of their dominant culture peers. The
research points 1o the need for sysiemic recognition of students’ cultures in

educationai setlings in order to help avoid development of racist seif perceptions.
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“Intemalzed” Hacism

Introduction

This quaiitative case study based on interviews focuses on the
artculation of racist remarks by students of Chinese ancestry for whom English
is a Second Language (ESL). The racist comments appear to have been
“internaiized” from the dominant culture and directed toward therr own <ultural
groups. The original focus of the study was to explore “internalized” racism and
ciass distinction as expressed in students” comments. The hindings indicated
that the reiationship between classist athitudes and “internalized™ racism could
not be understood within the context of this study It was impossible to
determine whether classist atitudes between participants from Hong Kong and
Taiwan existed prior 1o their arrival m Canada or were cultivated in Canada.
Consequently, findings and analysis of findings pertain only to three issues: 1)
whether “internalized” racism was at work; 2) what exactly i1s this concept of
race and racism?, 3} how does the culture of power in schools facilitate
“imternalized” racism?

The study was made possible by the relationship of trust between
myself, the participants, and the teachers of the participants. No student
directly asked me if they could be invoived in exploring and
understanding their experiences relating to “internalized racism™ in the
classroom. The need for the study arose out of my concern that the grade
four to seven Chinese ESL students | was teaching, did not have a
positive view of themselves culturally. | heard a cry for help when
students said, “I hate being Chinese” or “| wish | wasn’t Chinese”. When |



“internalized” Racism

relayed these comments 1o the intermediate teachers from the two
schoois involved in the study all expressed concern and agreed to
become involved. The study’'s importance lies in its identification
of the systemic influence the dominant culture has in the educational
system and its potential effect on some Chinese ESL students.

Findings from this study will help teachers by increasing
understanding and knowiedge of the institutional arrangements

nderlying “internalized” racism. This research underlines the need for a
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review of the structural practices that facilitate the internalizing of
negative dominant culture messages such as, text which does not reflect
the cultural make up of the educational setting, mono-racial teaching staff
and mono-cultural curriculum. The study also suggests practices which
teachers can undertake in the classroom to support their ESL students
maintenance of a positive view of themselves culturally. The study is
divided into three major sections: the method, findings and the analysis
of the findings (“Competing Voices™). In the method section | review what
was done in the study, how it was done and why. In the findings | briefly
interpret ana discuss themes from the interview transcripts that relate to
“internalized” racism. In the analysis of findings | survey existing
research related to “internalized” racism and discuss its relevance to my
research. | then explore the ideas of social theorists, Foucault, Bakhtin
and Freire to create an interpretive framework for beiter understanding
the childrens’ comments.

The theorists’ ideas as they relate to my interpretive framework

2




“irtemnalced Racsm

can be brefly summaized as follows Foucaull's expioration of the
panopticon provides a metaphos for the mechamcs of discipnary power
in the education system  The panoplicon. a type ol puson was
charactenzed by a cucuiar budding m which the ntenor of the cells
would face towards a wiewng fower m the center of the situcture The
viewing tower's windows were designed so that the quards couid not be
seen by the pnsoners. Each of the pnsoners’ cells was uminated by a
window at the end of the chamber creating an outine of the prnisoner
Any deviation from the nsttutions prescnibed norms could be
mmediately detected. The panoplcon helps explain the role of the norm
in disciplining participants whose world view differs lrom that of the
dominant culture. The lingwst Bakhun provides a vehcle for
understanding how the panoptic messages operate within the linguishc
mind of the participants. The reader comes 10 understand how through
language, participants privilege and “internahze” some of the racist
messages in their environment  Frewre's “adhesion” theory sheds hght
on participants who appear to mimic some of the attitudes and behawviors
of their dominant culture peers. Thioughout the thesis | make reference
to the dominant culture. When | use the term “domnant culture” |
characierize it as. white, patnarchal, heterosexist, eurccentnic and Judeo
Chrnistian in origin. It exerts s wiew of the worid through varous

institutions of power. These include, but are not exciusive 10, the




“Intemnalized” Racism

Chapter |

CONSTRUCTING THE STORY

A case study S a bounded system. Merriam (1988, p. 9) defines
this type of study as, “an examunation of a specific phenomenon such as
a program, an event, a person, a process, an institution, or a social
group”. For this case study | have drawn upon sixteen intermediate level
English as a Second Language (ESL) students from two schools in the
Richmond School District, British Columbia. | have taught some of these
participants in my role as an ESL instructor. A qualitative study was used
because my intent was 1o eiicit description and explanation of the
“imernalizing” process. interviews and observations are two of the
primary tools of qualitative research. | wanted to access the perspective
of the participants as well as their priorities around comments and
behaviors | had observed indicating “internalized” racism. Merriam
states. “Interviewing is necessary when we cannot observe behavior,
feelings or how people nterpret the world around them. It is also
necessary to interview when we are interested in past events that are
impossible 1o replicate, (1988, p. 72).”

My interviews, are an attempt to create knowiedge that is valid,
reliable and accomplished in an ethical manner. Problems in achieving
these qualities of knowledge are endemic to research and mine is no
exception. The value of any research is partially dependent on
demonstrating the findings credibility. As part of developing credible

4



“Intemalized’ Racism

research, validity and reliability are important (Le Compte, Goetz, 1982 ).

External and internal validity are concerned with determining the
extent to which the researcher’'s conclusions reflect the observed
“reality”. External validity is the degree to which the findings can be
applied to other situations. Sixteen volunteers participated in the study,
consequently it is difficult to generalize the findings with such a small
number of volunteers. Generalizing to other situations is questionable
even if | had had a greater number of volunteers. The purpose of a case
study is to provide a detailed account of how participants view
themselves and their world, “not to know what is generally true of the
many” (Merriam, 1988, p. 173). Only working hypotheses, not
conclusions can be transferred to other case studies that have been
studied in equally great detail (Merriam, 1988). Inextricably linked to
validity is reliability. Reliability refers to the degree to which the findings
can be replicated. Reliability in case study research is problematic.
Human behavior is continually changing; consequently there can never
be a single reality that can be studied repeatedly with the same results. it
would be very difficult for anyone to replicate the study given my
personal relationship with the participants, the teachers of the
participants and the schools’ administrations. For the purpose of this
study the dependability of the findings is best discovered through
exploring notions of internal validity.

Internal validity refers to the degree to which scientific

observations and measurements are authentic representations of some
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reality” (Le Compte, Goetz, 1982, p. 32). Five strategies a researcher
can use to ensure internal validity are: 1) clarifying the researchers’
world view and theoretical assumptions; 2) making long term
observation at the research site; 3) using interviews, observations and
artifacts in order to gain a well rounded understanding of the situation to
arrive at a plausible explanation of the phenomenon (triangulation); 4)
asking colieagues to comment on findings; 5) taking interpretations of
information back to participants (member checks) and asking them if the
results are plausible (Merriam, 1988).

The following sections of the “method” are written as a narrative.
My description of the “method” in part parallels the five strategies
previously mentioned to ensure internal validity. Written within the step
by step description of why and how the study was organized | chronicle
my thoughts and feelings using these strategies. | have written the thesis
using a variety of “voices”. In the method section specialized vocabulary
is used sparsely but changes as the study progresses towards the
findings and the analysis of the findings. In part, the change from
descriptive to technical, theoretical English reflects an effecient way of
description that “simpler” English cannot convey. The shift also reflects
the words of the theorists I'm using and with their words their authority.
There is a slight irony in my writing style, as it is one of my criticisms in
the analysis of findings that when certain speech types are privilged
others are diminished. Consequently, | have attempted to convey the

study in a simple and accurate writing style that recognizes the
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importance of the contributions of various social theorists. The
discussion of the study begins with an outline of the two schools’
demographics. “Internalized” racism is defined and tied into who | am as
the investigator and some of my teaching experiences. | then articulate
the process of determining the themes within the interviews and the
participants’ and my own reaction to the member checks. The method
section concludes with a brief description of the primary theorists used in
the Analysis of the Findings and an explanation as to why | have used

them.

Background Information on Participants’ Schools

The sixteen Chinese students who participated in the study were
selected from two elementary schools in the Richmond School District.
In order to ensure participants’ confidentiality | have labelled the schools
“A” and “B". The schools share similar demographics although there are
some differences in terms of school services offered to students.

School “A™ as of February 1996, has a student population of three
hundred and eight students. Under school “A’s” administrative umbrella
is the “Centre”. The Centre is a district resource program for
behaviourally challenged students. As well there is a primary annex
serving fifty-two students. The annex is located approximately five blocks
north of school “A”.

According to student population information at school “A” over the
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last five years there has been a slow put steady increase of students who
speak either Cantonese or Mandarin at home. This increase appears to
reflect a change from a largely white neighborhood to an increasingly
racially diverse community. The largest visibie minority population in
school “A’s” area is of Chinese ancestry. This is reflected in the school,
in which this group accounts for one hundred and fifteen students or
thirty-two percent of the school population (School "A" Language
Census, 1996). Seventy-six students of Chinese descent are presently
requiring “pull out” ESL assistance. The two predominant Chinese
cultural groups at the school are from Hong Kong and Taiwan. Until two
years ago, those from Hong Kong were numerically dominant in the
school at large, as well as within the participating ESL population.
Within the last two years, however, there has been a significant increase
in the numbers of students from Taiwan, the majority attending ESL
classes (Schooi “B” Language Census, 1996).

Cultural recognition of these two groups and other ethnic
minorities by the school has for the most part been left to individual
teachers. Recognition has largely rested on the celebration of various
cultural festivals. During the 1992/93 school year, the staff designated
“We are the World™ as the school theme for the 1993/94 school term.
Within the context of this theme, teachers were to focus on the socio-
cultural commonalities shared amongst the various cultural groups in
the school. Intermediate teachers planned common units under this

theme. In the last two years there has been no “Muiticultural’ theme in



“Internalized” Racism

the school. Recognition of students from various cultural groups has
again been left to individual teachers.

The cultural and gender make up of the staff at school “A" and its
annex is fairly uniform. Except for one of the school's two custodians,
who is of Asian ancestry, all employees (the administration, teaching
staff, classroom assistants and child care workers) are of European
ancestry. At school “A” there are twenty three teachers (eighteen
females), six classroom assistants, (female) and five support staff or child
care workers at the “Centre”, (four females). There are two administrative
officers, the Principal (male) and the Vice-Principal (female). Although
the administrative officers at school “A” are legally responsible for the
administration of the annex, it is in effect administered by a Head teacher
who is responsible for the two teachers and students. The Head teacher
and the two “regular” teachers are females of European ancestry.

A parent group has been formed as part of the support to the staff
and school. Although membership periodically changes it is made up of
a racially mixed group of parents who meet regularly and involve
themselves in a number of activities to support students, teachers
and administrators.

School “B” is somewhat similar to school “A” in its student and
staff demographics. The largest visible minority population in school
“B’s” catchment area are people of Chinese ancestry. School “B” serves
a student population of four hundred and fifty students. One hundred

and fifty-five of these students (thirty-four percent ) are listed by their
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parents as having “Chinese” as their first language. Eighty-nine of
these students require “pull out” ESL assistance. Similar to school “A."
the majority of school “B’s” Chinese population (ninety-six students)
listed their birth place as Hong Kong. Unlike school “A”, however, only
three listed their place of birth as Taiwan.

The teaching staff at school “B” are comprised of twenty teachers
(fifteen females) and six class room assistants. There are two
administrative officers, the Principal (female) and the Vice-Principal
(male). Three of the teaching staff are of Japanese ancestry, the
remaining seventeen teachers are of European ancestry.

Similar to school “A”, school “B” has a racially mixed parent group
that involves itself in a number of activities to support students’

educational goals.

“Internalized” Racism and My Role as Researcher

“Internalized” racism as defined by Anzaldua (1990, p. 226)
...means the introjecting from the dominant culture, negative
images and prejudice against outsider groups such as people of
color and the projection of prejudice by an oppressed person

upon another oppressed person or upon her/himself.

In order to clearly understand “internalized” racism within the

context of this study it is necessary to discuss the connection between

10
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“internalized” racism and my role as researcher. | have asked
pariicipants to discuss their innermost thoughts and feelings not only
about themselves but their cultural group. While | have taken every step
to ensure participant confidentiality, the possibility remains that when this
study is read it identifies an experience that may be seen as common to
individuals in this cultural group. Consequently | feel it only fair that |
share some of my personal reasons for exploring “internalized” racism.

My interest in understanding “internalized” racism arose from my
father's and my own experience growing up “internalizing” the dominant
culture’s positive and negative messages about ourselves. | am a thirty
five year old man of Mennonite ancestry. My ancestors left Kazakhstan
a former repubiic of the Soviet Union for Canada in 1875. Although
there is no mention of intermarriage between visible ethnic minorities my
phenotypic qualities indicate there must have been some interracial
mixing. My parents and siblings are fair skinned and have blonde and
light brown hair, they do not share my darker features. My racial “type”
appears distinct from theirs.

My father grew up in a insular Mennonite farming community in
Saskatchewan. He grew up “internalizing” the negative messages he
perceived the dominant culture held towards non integrating
Mennonites. These messages included perceiving Mennonites, as
ignorant and “backwards”. As a young man he moved away from his
religiously conservative community as soon as he was financially secure.

During his adult years my father was ashamed of his origins and felt

11
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uncomfortable disclosing his Mennonite ancestry.

The Okanagan community where | spent most of my childhood
and adolescence generally mistook me as First Nations or South Asian.
There were many incidents where South Asians spoke to me in their first
language. Among groups of “whites” who did not know me it was not
uncommon for racist slurs and threats to be made. Upon moving to a
larger city | found | was easily accepted by various visible minority
groups such as, South Asians and Latin Americans. | have been in a
continual process of “internalizing” the dominant culture’s positive and
negative messages about about an alleged cultural / genetic history.

AReflection on my Father's and my own history in regard to
“internalizing” dominant culture messages about ourselves was
stimulated by the self deprecating remarks some of the Chinese
students | taught made about their culture. My interest in exploring
experiences and causes of “internalized” racism is in part an exploration
of my own “racial’ identity. My personal history has created a meeting
point with the participants’ experiences of “internalized” racism.

I have been teaching English as a Second Language (ESL) in
the Richmond School District for the past five years. Three years ago
(1993) | discovered a number of disturbing attitudes among some of the
Chinese ESL elementary school children at school “A”. Comments were
made to me by Chinese students in the ESL classroom in regard to their
dislike of Chinese languages and their own racial group. Remarks such

as, "Chinese isn't good, Mr. Quiring, English is better,” as well as “| hate

12
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being Chinese” were made by a few students.

At that time there was an increase in the Taiwan population at
school “A”. This appeared to foster some tension between students from
Taiwan and students from Hong Kong. This tension manifested itself in
the classroom in a number of ways: 1) students from each group
refused to sit and work with each other; 2) students from each group
made ethnic siurs about the other group; 3) Mandarin and Cantonese
speaking students complained mutually that the other group was
responsible for perpetuating negative stereotypes about Chinese
people, “they give us a bad name” (Mandarin student referring to
Cantonese).

in November of 1993, 1 informally interviewed a number of
students who had been involved in that particular ESL student grouping
the previous year. | wanted to ask them directiy what their perceptions
were of my observations from that time. The questions and responses
are as follows:

Question: ['ve noticed that there were some things happening last year
in the ESL classroom that aren't happening this year, I'm wondering if
you can help me understand why there is a difference. Last year the
Mandarin and Cantonese speakers did nct want to sit with each other.
Why is it that this year, both groups sit together and seem to get along
with each other ?

A: (Cantonese) said that the reason for students not sitting with
each other, not liking each other was because of one girl, ,B (Mandarin)
who attended the school last year.

According to A, B was telling everyone not to sit with the other
group. "She was telling bad things, about the group. She was telling
people from Taiwan not to sit with Cantonese people.” Everything that
was not good, was because of her." Another student (Mandarin)
concurred with this.

13
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Question: "Last year some people were telling me that they
thought that the English language was better than Chinese.”

When asked about the comments that have been made about
English being better, they all immediately wanted to know who had said
such a thing. One student thought that the person who said it probably
meant that English was easier, and therefore better. Another became
immediately animated and said, "Il kili him.”

Another student C. blurted out they are "bananas”.

“What do you mean by that? ” | asked.

C: “They are yellow on the outside, white on the inside.”

Other students then asked for clarification, not having heard the term
before.

C : “They are Chinese who act like white people, yellow on the
outside, white on the inside

In order to better understand what my students were saying and
to answer the questions that were forming about my own “racial” identity
I enrolled in a Masters of Education program at Simon Fraser University.
One of the courses | registered in was Qualitative Methods. It was
during Qualitative Methods that | learned about the case study approach
to research problems and ethnographic literature. The case study
approach became a vehicle for me to explore “internalized” racism. The
ethnographic literature | read provided a mirror that allowed me to
question who | was as the investigator. It questioned my authority in

addressing the question of “internalized” racism in the students | was

14
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teaching and my impact as researcher on the findings.

Ethnography is based on the study of how human beings interact
and make sense of their lives (Haig-Brown, 189392). Ethnographic
knowledge is derived through research that is best established by
working with people in their natural setting. The ethnographer’s authority
is established by observing and spending time with the people of a given
place (Haig-Brown, 1992). The “reality” being researched lies in the
examination of the world by the participants and the researcher. Clifford
(1988 p. 41) states: “It becomes necessary to conceive of ethnography
not as the experience and interpretation of a circumscribed "other”
reality, but rather as a constructive negotiation involving at least two, and
usually more, conscious, politically significant subjects.”

The construction of the “other” reality in my study has been
negotiated through my authority in a number of ways. My authority in the
study begins in part through my awareness of “internalizing” dominant
culture attitudes about my “race”. | saw the participants’ experiences
through a lens which sought to explore the messages they received
about themselves from the dominant culture and compared it with the
messages | heard concerning my “race”. My understanding of the
meaning of what the participants were saying was also mediated by my
understanding of theorists, Freire, Bakhtin and Foucauit. My
presentation of the information, headings, metaphors, narraration used to
“write up” the observations will influence how readers interpret the text.

Consequently, it is important to clarify my authority in the study for it is

15
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erroneous to believe participants’ comments speak for themselves.

initiating the Study

The Simon Fraser University Ethics Committee and the Richmond
School Board reviewed and approved the study. The Principals of both
schooi “A" and “B” and the six teachers of the students selected were
notified in person of the study’'s objectives, questions and interview
grouping prior to its start.

A total of sixteen participants took part in the study. Seven
participants were from school A ( three girls, four boys) and nine
participants from school B (five girls, four boys). All participants were of
Asian ancestry. Thirteen were from Hong Kong, (Cantonese speaking)
and three were from Taiwan, (Mandarin speaking). Participants’ length
of time spent in the Canadian (Richmond) educational system ranged
from six months to two years. The English language competency of the
participants was at an intermediate level or higher as designated by The
Richmond School District wide measuring levels.

Prior to beginning the study | completed a pilot project in the same
academic year with a group of four ESL students from school “A”. This
pilot project was completed as part of the requirements for the course
called Qualitative Research Methods. The questions posed in the pilot
project were identical to those used in the other interviews. The findings

from the interview have been used as part of the overall findings in this

16



study. As a result of this pilot interview. | noted that the mixed gender
grouping of two boys and two girls resuited in the boys domnating
conversation. Consequently. for fulure nteniews | attempled 1o construcy
interview groups of the same gender, all boys or ail guis  In seeking
volunteers | had hoped to have an equal number of new Canadian
Cantornese speaking {Hong Kong) and Mandarnn speaking (Taiwanj
students. While | was happy 10 have sixteen parhcipants, thirteen were
from Hong Kong. it was important to me to have an equai number of
Taiwan and Hong Kong participants because | wanted to solicd
participants’ perceptions of the other cultural group As parl of
understanding “internalized” racism | wanted 1o ind cut 4 these two
groups of participants had racist or classist views of each other pnor to
arriving in Canada or i these views deveioped while iving n Canada
My ability to solicit students from the school | work al. school "A”".
was based on general cultural knowledge gained as a result of hive years
of teaching Chinese students, trust and shared expenences | have
observed that Chinese students from new immigrant famies are not
familiar with the idea of participating in research where one is formalily
interviewed about personal experiences. Strangers asking direct
guestions about personai matters is in general considered nappropnate.
I was also aware that potential participants might refuse to be part of the
research because of their discomfort with being audiolaped
Consequently, | took several steps before and dunng the
interviews to facilitate comfort and trust with the potential participarts.

17
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As an Enghsh as Second Language (ESL) teacher from school
"A" | have developed an ongoing relationship over the span of several
years with many of the students. | am also somewhat familiar with the
beliefs and customs of Chinese people from Hong Kong and Taiwan. |
introduced the need for participants by stating how, L. like them, was in
school and was invoived in 2 project where ! needed to interview
students | then handed out the translated (Chinese) permission form in
which the goals and procedures of the interview process are outlined
{Appendix 1). The permission form was transiated by a family
acquaintance of Chinese ancestry. | reviewed orally with the students
what was contained in the permission form. | emphasized that it would
be a group interview, their names would be coded toc assure
confidentiaiity, students could refuse to answer any questions and
withdraw at any time without fear of any negative consequences. | noted
that night in my held notes, {Appendix i) which | kept over the course of
the study. my anxiety over 2 student’s comments. The student
questioned my success in oblaining participants after reading the
conversation wouid be taped:

One of my grade five students turned to me after | finished my

e:epiana&m of what and why | was doing the imerview and said,

"You know Mr. Q, | think you're going to get this many people,” as

he heid up his hand 1o to make a zero. lgdpMaMmmdtelm

kids were not overjoyed that the conversation was going to be

taped. méwé%@m%%uslyexﬁameﬂﬁatﬁ%ymuid
quit at anytime and their conversation would be coded. Oh well. ..

(Field Notes, April 7th., 1995)(Appendix I, p. 84).

18



“Intemalized” Racism

Trust was an important element in obtaining participants. All |
could do was hope that the relationship | had cultivated over the years
would be enough for them to feel comfortable sharing personal thoughts
and feelings. Students are often guarded when discussing their
experiences of living in Canada:

I know the kids are somewhat nauseated and suspicious when
asked to talk about coming to Canada. Through various class
exercises they've regurgitated “safe” versions of their story a
hundred times, they are very careful as to what they talk and don't
talk about. In my gut | know that they don't want to leave any
“traiis” especially when they fear there's even the remotest chance
their parents will find out what they've said. (Field Notes, April
7th., 1995)(Appendix Il, p. 84).

Three participants agreed to be interviewed from schoot “A”. | was
disappointed | did not get a greater response. | knew, however, that no
number of assurances would quell some students’ concerns that their
parents would find out what they really thought and felt about living in
Canada. | was getting a liftle nervous that | would only have seven
respondents:

There’s a quantitative monkey on my back screaming “a total of
seven interviews is sad social science!” I'm not sure whether to
ask if students from another school in Richmond would like to
participate. i my students are apprehensive | don't see why some
other kids would want to “spill their guts” to a stranger.

(Field Notes, April, 10th., 1995.)(Appendix 1} p. 85)

I caiied my advisor, Celia Haig-Brown and expressed my
concems about only having a totai of seven respondents. She asked me

if 1 felt they were “rich” in themes relating to “internalized” racism. | told
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her | wasn’'t sure; she suggested soliciting participants from another
school.

The following day | phoned the Principal, (May, 4th., 1995) at
school “B”. | had previously worked at school “B” and had maintained
my relationship with many of the staff. | briefly explained the goals of the
study and we agreed to meet to discuss the project in more detail.
During the meeting the principal agreed to let his school participate in
the study as long as staff and students were comfortable participating. A
meeting was held on May 12th., at school “B” with the Vice-Principal,
also an ESL instructor, and the full time ESL instructor to review the
objectives of the study, the criterion for selecting participants,
confidentiality concerns, the study questions and the “member checks” to
follow. The three intermediate teachers of the ESL students were
informed of the nature of the study by the Vice-Principal and the ESL
teacher. | was told by the ESL instructor that the teachers had agreed to
have their students participate in the study if any students were
interested. Scheduling a group meeting with all three teachers proved
difficult because of conflicting timetables. Consequently, | met with two of
the three teachers, outlined the nature of the study and answered
questions in regard to the type of questions being asked. | met with the
third teacher a few days later and outlined the nature of the study and the
difficulties many ESL students faced adjusting to Canadian life. Th
three teachers of the potential participants were comfortable with the

study and agreed to participate. The Vice-Principal and the ESL
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instructor handed out the translated permission forms to their ESL
students and explained the goals and process of the studv to them. A
few weeks passed, interested students handed back their permission
forms and an interview date was set, June 4th., 1995. Surprisingly, there
were nine respondents, two more than from the school where | was
working. | felt embarrassed. | felt strongly that | had a trusting
relationship with the students | taught. | cannot escape my authority as
teacher and it seems the students | teach can't either. Trust only goes so
far. As well, it is perhaps my anonymity as interviewer and a more
effective delivery of information about the study to students by the

teachers of school “B” that account for the greater response.

The Interviews

My approach to research is to see researchers as
conversationalists and interviews as dialogues rather than a process of
extracting information. The interviews took place in the schools of the
respective students during class time. The interviews were conducted in
English using a semi-structured interview guide. A semi structured
interview allowed me to respond to situations as they arose and also
allowed for some parameters in which the dialogue could take place.
The general questions were therefore continually supplemented by

reflective questions to stimulate deep discussion. The questions used in
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the interviews were:

1. Can you tell if someone is from Hong Kong if they are visiting Taiwan and
vice versa? How? How did you learn this? What about here in Canada?

2. Are you happy that people in Hong Kong and Taiwan are choosing Canada
as their new home?

3. After 1997 if the Chinese government is good to people in Hong Kong do
you think many people will want to move back ? Why?

4. If you had a magic wand and could change anything about Canadians what
would it be?

5. |If you could create your own school what would it look like in terms of
teachers, things you learned, books?

6. If you could, would you have Chinese ( Mandarin or Cantonese) taught to
everyone in the school? Why or why not?

The interview questions were meant to access the thoughts and feelings
of the participants in relation to their perceptions of people from Hong Kong and
Taiwan and their experience of living in Canada. | hoped that in response to
these questions students would comment about “internalized” racism.

Prior to each group interview participants were reminded they did not
have to participate in the study, they could withdraw from the interview process
at anytime and could refuse to answer any question. A group interview format
was chosen over individual interviews for several reasons. In the past when |
have conducted informal interviews in the classroom students have appeared
more relaxed in a group interview rather than a one to one interview. It has also

been my experience that group interviews stimulate a greater number of
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responses as students listen and respond to each others’ experiences and
ideas. Interviews at school “A” were completed in an empty classroom.
Interviews at school “B” were held in an empty library behind room separators.
My perception of the tone of the interviews, except for one, was
relaxed. Many participants at various times in the interview would make
jokes about each other or the comments someone had made. The one
group of girls | interviewed at school “B,” however, appeared shy. Atthe
beginning of the interview only one or two of the five participants spoke,
and only in short, “yes”, “no” or similarly muted responses. | was unsure
how to get them to relax, after a few questions other participants joined in
on the conversation although responses to questions were often short. |
was also aware that the participants might censor or share information
based on who they perceived me to be. | am not sure how to account for
the girls’ reluctance to speak other than to say | was a man they did not
know asking them personal gquestions. Interestingly, some participants
had questions regarding their perception of my ancestry.
Many participants wanted to know where | was born, what
languages did | speak, had | been an ESL student, where exactly were
my ancestors from. These questions were often asked near the end of
the interviews when | had run out of questions and had asked if they had
any for me. My “race” appeared important to some of the participants.
Many of the participants did not see me as “Canadian”. One participant
asked if “Canadians” liked me as a child:

G: What about the Canadian did they like you?
Q: Did they like me? How do you mean?

23



“Internalized” Racism

G: Like, you are black hair and black skin and the Canadians are white
skin and they got gold hair or that then they saw you and they like, they
hate Chinese and they hate, you know they hate black skin.

Q: Well when | was growing up, sometimes | had the same things that
happen to you, peopie shouting at me and people kind of, when | was
your age kind of not liking me cause of that [color]

F: But you are black people? |

Q: Well I'm not a black person, no, but they didn’t like me because of
how | looked different from them, right? So they would kind of do the
same things like call me names and want to fight with me and things like

that.

Within a few days of each focus group interview | began the task of
transcribing the audiotapes verbatim on computer using square brackets
to add words for clarity. | then reviewed the transcript simultaneously
with the interview tapes. | wanted as much as possible to maintain
accuracy of the information. During transcription | renamed all
participants in the study by letter as a convenient way to identify
members of a common interview group and to ensure confidentiality.
The two interview groups from school “A” are A, B, C, D and E, F and G.
Unfortunately because of a low response for participants, group E, F and
G were a mixed gender group, one girl “F" and two boys E and G. The
two interview groups from school “B” were H, |, J, K (boys) and L, M, N, O,
P (girls). | also created an appendix found at the back of the document
for permission forms, (Appendix I) and field notes (Appendix I1). The
appendices were created so that the reader hé'é::énother tool to confirm
the validity of the material used in the study.

The transcriptions in addition to some field notes became my

primary information for analysis. | read each group interview transcript
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repeatedly as | looked for thematic paiterns. | began writing what |
thought were the themes of a given section of text in the margins. Using
masking tape | made four, six foot columns on my study floor. Each
column had the heading of one of the interview groups, e.g., School “A”
group one, (participants, A, B, C, D). | cut out the labelled thematic
transcript sections from each interview group and placed them under
their respective group column. | placed common themes from each
interview group across from each other. Organizing the transcripts this
way allowed me to see variations of common themes and absences of
themes from particular interview groups. | wrote down what | had placed
on the floor and described some of the characteristics of each theme
(see Appendix, lii}. | began “playing” with the themes, collapsing some
and discarding others. The salient themes slowly came into focus. Two
broad categories finally emerged: feelings of exclusion of which
“‘internalized” racism was a main component, and participants’
perceptions of Hong Kong, Taiwan and “Canadian” cultures. While
participants’ perceptions of Hong Kong, Taiwan and "Canadian” cultures
were interesting and classist attitudes towards Hong Kong and Taiwan
cultures were expressed by participants, the “class” questions could not

shed light on the relationship between “internalized” racism and classist

Fat 2 4
aitl

itudes. “Class” questions did not prove as fruitfui as other aspecis of
the inquiry. In order to begin to explore if the participants had
“internalized” the Canadian dominant culture’s attitudes about Taiwan

and Hong Kong culture’s, 1 would need to first interview participants in
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regard to their attitude towards the other culture (Hong Kong / Taiwan)
prior to their coming to Canada. Consequently only findings relating to
“internalized” racism are discussed in the findings and the analysis of
findings. The findings which relate to participants’ perceptions of Hong
Kong, Taiwan and “Canadian” cultures are included for the readers
interest.

After | had completed categorizing the findings | went back to the
participants for a “member check” (Guba and Lincoln, 1981). | wanted to
“feed back” the themes to the participants see if they felt they were
plausible. | found this process frustrating, no interview group disagreed
with the summarized findings or wished to alter them. The member
checks for any of the interview groups took a maximum of fifteen minutes.
Only one group from school “B” wished to add comments. They stated
they felt haif the teachers in public schools should be of Chinese
ancestry and in regard to changing their physical appearance wished
they were taller. My authority as teacher could have played a part in the
lack of disagreement with the themes | generated but a more likely
explanation is that they weren't interested in participating in a discussion
which took them away from year end “fun” activities. Students in the last
week of the year are often participating in non academic activities such
as art and physical education. As one student remarked during a
member check, “It's been five minutes, can we go?” (Field Notes, June

27th, 1995)(Appendix II, p. 93).
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Chapter 1

RE-PRESENTING PARTICIPANTS’ VIEWS

The findings fell under two broad categories: feelings of exclusion and
participants’ perceptions of Hong Kong, Taiwan and “Canadian” cuitures.
Participants’ responses to the interview questions were most often short
statements with few supporting ideas. | attribute their short responses in part to
their intermediate English language level as well as their age. The participants
were between the ages of seven and eleven, or in Piagetian terms the
participants were at a concrete operational stage of cognitive development.
This period is characterized by a limited ability to think and articulate in
hypothetical terms (Evans, 1973, p. 26). Comments by participants relating to
“internalized” racism is the focus of the study. The other category of findings,
participants’ perceptions of Hong Kong, Taiwan and “Canadian” cultures as
mentioned in the method section are inconclusive. Nevertheless, they are
interesting and worth mentioning.

Briefly, many participants felt Canadians lacked a strong work ethic. The
fack of a vigorous work ethic was felt by some participants to feed into the
jealousy of “Canadians” towards wealthy Chinese. As well, some participants
felt “Canadians” saw Chinese in Richmond as being obsessed with money. A
number of participants saw “Canadians” as friendlier than Asians from Hong
Kong and Taiwan. This perception of friendliness was seen as extending to the

compassionate treatment of the elderly. In regard to Mandarin and Cantonese
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speakers’ perceptions of each other, many felt that one group couid distinguish
the other according to dress, physical characteristics and at times by behavior.
Many participants perceived Mainland Chinese as uncaring, aggressive and
often dressed in “old cheap clothing”.

The binding theme amongst the various forms of “internalized” racism
was the feeling of exclusion many participants felt from Richmond society. The
participants’ comments broke down into three sub categories: self censors:
and the privileging of particular physical and social qualities possessed by
“Canadians”®, “internalizing” racist stereotypes and the desire to have greater
cultural representation in schools at a systemic level. The three: sub categories
appear to be symptoms of the over arching theme of exclusion.

Although participants were never asked, “What is a Canadian?’, most of
the participants did not refer to themselves or Canadians of Chinese ancestry
as Canadian but as Chinese. “Canadian” for many participants appears to
have meant “whites” living in Canada. The feeling of not being part of the
“Canadian” norm and the desire to be part of the norm by some participants
extended to the point where some participants privileged particular physical
and social qualities possessed by “Canadians”. “Privileging” physical and
social qualities of another cultural group over one’s own seems to involve a
process of censoring oneself. Self censorship for those not of the dominant
culture appears to be the end effect of “internalizing” dominant culture
messages about themselves. As hooks, (1990, p. 157) states, “...one of the
deepest expressions of our internalization of the colonizers’ mentality has been

self censorship...”. The power of norms in society and the censoring of oneself
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to be part of the norm is reflected in many participants’ comments. Some
participants viewed certain physical qualities possessed by “Canadians” as
more desirable than Asian physical characteristics:

Q: Okay, what about you G, what do you think? If you had a magic wand and
could change anything about the Chinese here in Richmond what would it be?
G: Put all the Chinese in like, they become Canadian.

Q: What does become a “Canadian” mean?

G: Their skin like Canadian. Their hair like Canadian.

F, G: [Interject excitedly, sp2ak at same time}] “Yeah!”

F: Blonde,

Q: Would you like to have blonde hair?

F: White skin.

Q: Would you like to have bionde hair? [referring to F]

F: Yeah!

Self censorship appears to work at a conscious and unconscious
level with some of the participants. In order to feel accepted in the
Canadian milieu one female participant “F” remarked: “I'm scared. I'm
scared that the Canadians don’t like me, so | make myseif nicer,
friendlier.” In the following example other participants appear to have
“‘internalized” racist dominant culture attitudes about Chinese.

Many participants felt certain social qualities of “Canadians” and aspects
of “Canadian” culture were superior. In the example which follows participants
first mention that “Canadians” are better because the streets of Canada are
cleaner. The participants then speak of certain personality characteristics that

“Canadians” possess which they perceive lacking in people from Hong Kong:

K: 1 think the Canadians is better.
H: You can see many garbage from Hong Kong and the road and the street.
I: Yeah, lots of garbage.
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K: [Unclear]

Q: Okay now you're saying, correct me if I'm wrong, so you're saying
Canadians are better?

J, K: Yeah.

Q: How are they better?

J: Like their personality.

Q: Their personalities are better?

J: Like they stuff like say, if you do something wrong they just say nice try, but in
Hong Kong they will just get mad at you.

K: How come you do that? And in the morning when you see him, he always
say. How are you and hi. In Hong Kong, no.

Q: So, okay so...

[: And they help.

Q: So if I go to Hong Kong they won't help?

Group: No.

K: You've got to pay for it.

Other participants also felt “Canadians” were “better” but one participant

added that she felt Chinese were smarter:

G: Canadians are better than Chinese because Chinese just working. They
don't like sports, some like sports, and in China they just farming , cleaning the
house, they don’'t do anything.

Q: Do you think Chinese are generally smarter than Canadians or what?

E:. No, not everybody.

Q: Not everyone, okay.

E: Only a little bit

Q: Alittle bit.

F: Chinese people is smarter than the Canadian because Chinese people
have to use their brain, ‘cause they have to make more money.

in addition to privileging dominant cuilture perceptions of beauty and
certain scciai qualities, some pariicipants appear to have “internalized”
stereotypes held by many members of the dominant culture about Chinese.
Self censorship appears to create a ground work that enables racist messages
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and stereotypes towards one’s group to be “internalized” more easily Some of
these participants do not appear to be aware of consciously engaging n a
process of “denying” who they are culturaily and the nght of Chinese 1o be in
Canada:

Q: Okay what about here, Chinese in Richmond, Vancouver would you want to
change anything with your magic wand? You've mentioned some things.

K: You mean in Canada? The Chinese in Canada?

Q: In Canada. The Chinese peopie mn Canada.

I- The Chinese change some mannet, manners

Q. Like what exactly?

K: | don't want the Hong Kong peopie agamn.

J. i don't ke the Chinese.

H: Excuse me J, you're Chinese

A number of participants heid a vanely of stereotypes about Chirese in
the Lower Mainland. One stereotype contends that Chinese are uniformly
wealthy and like to show off thew weaith

Q: Anything else you'd like to change about the Chenase, here in Richmond?
F: Not so show off. The Chinese people are show oft

Q: What do they show off?

F: I have a neckiace, | have a big car, | have a g house, ke that

Q: Weli, what's wrong with doing that? Canadians who have money do that?
F: They show off. “See | have ng house, you don have ™

Q: Yeah, but some Canadians do thal

F, G Just some

F. But the Chinese always do that.

ithy and like t0 Show off thew wealth, they were aiso

F: The Canadians thimk the Chnese is..
K}
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o Stupd

No ke crazy. They thnk the Chinese people want a lot of money but they
1

E. They do’

F: They gon't need so much money.

Q They don't. [rephrasing]

F: Tney think that the Chinese people don't need to have so much money.

T m

Some participants appear to have felt Chinese in Richmond were
wiclaling dominant culture norms by open displays of wealth, thereby attracting
negative attention m spie of many “Canadians™ engaging in the same behavior.
Some of the participants feil that an open display of wealth by Chinese
triggered the resentment and racism of “Canadians”™

€. What about you, f you couid change anything about Canadians?

G. | know why the Canadians don't ke Chinese, ‘cause they make a
house 50 expensive and burid more buildings but if the Chinese don't
come and build the buildings, they dont have the house thal's that
beautiful. .

Some participants felt thewr efforts to quietly integrate into
‘Canadian’ society were being undermined by Chinese who did not
know ‘Canadian’ norms. Those who were seen as not knowing “the
rules’ appeared o cause some embarrassment and anxiety to those who
felt they knew “the rules”

Q. What exaclly do you mean? When people from Hong Kong and Taiwan

Came nefe, ey .

A Theyre nol ke Canatgans, they dont know the rules, they just keep

breaking the rules. They talk super loud. when they're out funciear]. In a few

years they know the rules and stuff

Q. And that makes you feel uncomfortable?

A Yeah

Q' So do the rest of you kind of feel that way, or don't feel that way about what

‘A" was saying about how sometime peopie from Hong Kong and Taiwan speak
2
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too loud? Do you feel that way?

D: Yeah.

Q: What would you like them to do?
A: Talk not too loud.

The desire by some “established” Chinese ESL students to have
their peers fit “Canadian™ norms in one school extends to “games” played
in the classroom. In one of the participants’ schools, some grade four
and five ESL students were caught playing a “game” they called "Good
Guy, Bad Guy”. In this “game” some Chinese ESL students who have
been in Canada for some time hide books, steal materials and generally
verbally harass those ESL students who are new to the country. After a
year or so of this kind of harassment the “Bad Guy" becomes a “Good
Guy” and is able to carry on this initiation ritual with the next set of

newcomers. The harassment that the “Good Guys” inflict upon the “Bad
Guys” is not unlike the alienating treatment that some new ESL students
receive from some “Canadians.” Similarly, some ESL female grade
seven students have complained to me about certain former ESL
students who share their first language that pretend not to understand
them. As one of the complainants said to me about a former £SL
student, "She thinks she is more like Canadian now.”

Being part of the “norm™ was very important to some participants. Some
participants felt their ability to be part of the norm was being impeded by the
number of Chinese in Richmond. As one participant “K” said referring to
Chinese in Richmond, “I don’t think I'm so happy because now in Richmond it's

crowded”. Some of the participants’ perceptions of the numbers of Chinese in
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Canada were grossly inflated. The exaggerated perception of the number of
Chinese in Canada might have come from their parents. The parents’
perception of the numbers of Chinese in the Lower Mainland, like their
chiidrens’ perception, however, might also in part be due to the “internalization”

of the dominant culture’s growing fear of the number of Chinese immigrants in

Canada:

Q: What if you had a magic wand, a magic stick, if you could change anything
about Canada, or Canadians, what would it be?

- Only one thing? or tons of things?

Whatever you want.

No crimes, no robberies, and not as many Chinese coming.

You wouldn’'t want as many Chinese coming?

Half of Canada is almost Chinese.

Do you think that, really?

Yeah...

CO»O0>»0>

It appears that many participants strongly desired to be part of
Canadian norms in terms of physical and social characteristics, numbers,
and social conventions such as the “appropriate” display of wealth.
Many participants also wanted Mandarin and Cantonese, as well as
other languages, as subjects for study in school. Some participants
during “member checks” mentioned they wanted Chinese books and
greater representation of teachers of Chinese ancestry in their school.
Some participants in addition to wanting Chinese in Richmond to speak
English well, wanted Canadians to speak “Chinese” as well as having
“Chinese” as an official third language:

J: Uh, I will just [take] the magic wand to make the Chinese people to
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speak perfect English, okay and that Canadian can speak perfect

J: Or can write[Chinese].

I: And Chinese be a third language.
Q: A third language?

I: In Canada.

A few participants however, had mixed feelings as to whether relations
would improve between speakers and non speakers of Mandarin and
Cantonese. One participant felt little if anything could be done to improve race
relations between Chinese and “Canadians” because “Canadians” judged
Chinese as a whole by the bad actions of a few. “G" said, “If the Chinese are
bad or the Canadians are bad the Canadians don't like the bad Chinese people
and they think all the Chinese are bad”.

In order to better understand why participants have made
comments associated with “internalized” racism | introduce my analysis
of the findings with a review of existing literature related to “internalized”
racism. As a result of the scarcity of existing theory on the social
arrangements that precipitate the “internalizing” of racist messages, |
have woven together some of the ideas of Lave and Wenger, Blumer,
Foucault, Freire and Bakhtin to create an interpretive framework. My
interpretive framework emphasizes the ideas of Bakhtin's socio-cultural
approach to mediated action, Freire’'s theory of “adhesion” and
Foucault's examination of the Panopticon. The works of Foucault,
Bakhtin and Freire appeared to best explain how and why the

“internalization” was occurring in the educational system without
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distorting what the participants had said.

I will begin the analysis by first arriving at some working definitions of
race and racism. My analysis begins with race and racism in order to shed light
on the connection between the concepts of race and racism and the

experiences of participants “internalizing” dominant culture messages about

themselves.
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Chapter |li

COMPETING VOICES

Although various social theorists, (Fanon, 1952; Erikson, 1968;
Freire, 1993) have discussed the notion of “internalized” racism, as a
result of their own observations, no research based information was
found. A review of the 1971-1994 education, sociology, psychology and
social work literature uncovered no research on children identified as
ESL learners and “internalized” racism, or similar terms. Conceptually
related literature, however, exists on internal colonialism, (Perley, 1993;
Welch, 1988; Maldonado, 1979, van den Berghe, 1978). Internal
colonialism describes systemic conditions where “internalized” racism
has operated. As well, many other social scientists identify in some
detail the psychological effects of “internalizing” messages about one’'s
cultural group from the dominant culture and other sources. Marin
(1993), in his analysis of the influence acculturation has on familialism
and self identification among Hispanics, argues acculturation provides
new information about behaviors and attitudes. The new behaviors and
attitudes learned from the dominant culture modifies Hispanics’ attitudes
towards their own group and promotes changes in self identification that
remove them from their own group and closer to more positively
perceived groups. Aboud and Doyle (1993) explored the relationship

between ethnic identity and self concept in white and black children. As
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part of their results they came to no conclusion regarding why some
black children were in favor of their cultural group while others were
biased against it. The previously mentioned social theorists focus on the
effects these sometimes racist messages have on participants or
sections of particular societies. They do not explore in any depth the
social arrangements that precipitate in group identification or racist self
perceptions. These studies also do not discuss how these voices
became “internalized”. Fanon (1967), in his seminal work, Black Skin
White Mask (1967, p. 147) recognizes the effects of dominant culture
texts in shaping the identity and cultural self perception of children. He
also acknowledges the “internalized” racism some children express
towards themselves and other black people of African ancestry (1967, p.
163). However, he does not explain in any detail the process of

“‘internalizing” racist messages other than to say:

When the Negro makes contact with the white world, a certain sensitizing
action takes place. If his (sic) psychic structure is weak, one observes the
collapse of the ego. The blackman stops behaving as an actional
person. The goal of his behavior will be the Other (in the guise of the
white man), for The Other alone can give him worth (Fanon, 1967, p.

154).

As Aboud and Doyle (1993, p. 58) state: we need to know more about the

sources of information used by young children to inform them about their
ethnicity and their ethnic status in the ethnic status hierarchy of their
community, how they interpret such information, and how the need for
approval influences the integration of such information into the self

concept.

One of the sources of information participants use to inform them about

their ethnicity and ethnic status are the dominant culture’s construction of race.
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An examination of race and racism seems necessary in order to understand
how participants’ sense of exclusion from the educational setting is related to

the dominant culture’s construction of race.
Race

Race, for many is an unproblematic construct. One is simply one's race:
a member of one of the four racial categories, white, yellow, red, black or a
mixture of these groups. The notion that race is somehow innate, however, fails
tc explain what is meant by race in two ways: first, it does not take into account
the social and historical complexities that inform the construct of race; second, it
denies the performative aspect of race, that is the social conditions that
individuals and groups must manage that often give conflicting and inconsistent
meanings and identities (Omi / Winant, 1993). In the following discussion | will
briefly expand my critique of race as innate as well as explore the performative
aspects of race. | will also explain my conception of race as it relates to my field
work. | will accomplish this through framing my understanding of race largely
through Goldberg’s work on race as a political category and the “rationality” of
racism.

Race has often been viewed as a biologically determined category
operating outside of history. The problem with this conceptualization is that it
assumes there were discreet peoples at one time. Even if four separate races
did exist there has been so much genetic drift over human history, “genetically
pure” races do not exist. For example, it would also be difficult to categorize

many Brazilians where historically there has been extensive mixing between
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those of African, Spanish and First Nations ancestry. The genetic mixing in
some Brazilian families extends to, within one family, brothers and sisters being
seen as representatives of opposite racial types (Harris, 1968). The four color
categories also do not account for the variety of racial interpretations a person
may encounter based on the racial stereotypes a group may have of him or her.
In my own case, my “race” will be perceived differently depending on the
country or for that matter the neighborhood I'm in and the people in my
company. Race appears 10 be an amorphous construct that bends to peoples’
prevailing conceptions of race at a given time. Ng (1993, p.51) points out that
during the colonization of Canada the struggle between French and English
was “perceived by themselves as the struggle between two “races’.
Furthermore Ng (1993) adds, while today people of Irish and Scottish descent
in Atlantic Canada are seen as ethnic groups, they at one time interacted with
each other as distinct races with identifiable characteristics.

Although understandings of race have changed over time, race has
never been illusory. Race thinking has historically been one of the foundations
of social organization and identity formation. How can one ignore the present
effects of race thinking and acting on our every day lives? Race is an integral
part of identities. Its conceptual power rests in its ability to define people as self
and other in various socio-historical settings. It has informed conceptualizations
of social relations by facilitating understandings of inclusion and exclusion.
Goldberg (1993) contends that in order for race to facilitate understandings of
inclusion and exclusion it must be almost empty as a construct. It is a social

relation with an amorphous nature that has to do with how people define
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themselves, and how they are to participate in society (Ng 1993). Race's
continued salience over time has rested in its capacity for extending
understandings of group formation. it appears that the concept of race has
been woven into the social conditions of the time. Race seems to operate as a
chameleon-like social construct. Its meaning and specific designations are
contextually informed by the history of the social setting and the histories of the
actors engaged in the setting. The range of “race” references is broad.
Goldberg contends that they function most clearly as a, “form of imagined
groupings” (Goldberg, 1993, p. 82). Race as “imagined groupings” suggests
that conceptions of race are socially and linguistically constructed and that
historical and material conditions have aided peoples “imaginings”.

The state, including schools, may be implicated in managing established
and creating new racial distinctions. Creating racial formations involves
structurally determining groups into a racialized form that previously lacked
them. By doing so, race serves to define who is part of the norm and who isn't.
Race as a concept is related to “prevailing conceptions of self and otherness, of
acceptability and excludability” (Goldberg, 1993, p. 89). But what is self and
otherness and acceptance and exclusion presently based upon and how is this
basis justified? In order to answer this question | will explore how racism is

related to rationality and classification.
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Classification and the Rationality of Racism

In order for racialized discourse to occur there must be a number of
factors which reflect a structure of power which includes the dominant cuiture’'s
values and dispositions. It is the power relations between subjects as
determined by their particular social history that creates racialized categories.
For example, the terms Indian, Hindu, Indo-Canadian and South Asian all
identify a group with ancestral links to India. These labels, however, are based
upon different understandings of power relations. These power relations reflect:
classification, order, value and hierarchy; differentiation and identity,
discrimination and identification; exclusion, domination, entitiement and
restriction (Goldberg, 1993). The power relations that these terms name are
embedded in present social discourses. Racialized expression has been
normalized. It has been normalized primarily through the scientific drive to
classify. The scientific method catalogues, establishes an ordering of
information. Ordering and classifying presupposes valuing. Underlying
ordering and classifying is an assumption of what is to be described and
explained that is reflective of a particular world view. That which is important or
not important to a particular world view will be ordered and classified in
particular ways. An example of how “valuing” is embedded in ordering and
classifying and reflective of a particular world view was a professionally
produced poster | saw in a Vancouver elementary school. The poster which
was placed in the school library proclaimed the richness and wonder of the

world’s languages. Eight European languages were labelled with non

42



“Internalized” Racism

European languages designated as “other”. The school's population is largely
made up of students of Chinese and South Asian ancestry.

The scientific method of the Western world has long figured as “the”
understanding of rationality. The employment of rational thinking has
historically been taken as the mark of civilized humanity. Historically,
anthropology began to order, classify races into a hierarchy: of course the race
doing the classifying was at the apex. Creating hierarchal classifications of
race has never been irrational; it has been embedded in “rationality” and
continues to be so.

Although the principle of racial hierarchy has been largely abandoned by
social theorists, racial classification by difference has not. What is to be
considered different is informed by the socio-cultural framework of the person or
group. Discrimination between races is not necessarily racist. It is only when a
particular way of viewing the world becomes exclusive, will not entertain and
negotiate with competing world views that racial differentiation becomes racist.
Racism does not have to contain a reference to “color” differences. Exclusion of
names, clothes, language, customs and other present expressions of race may
be an imr'icit outcome of “rational” deliberation in a social domain such as,
legislation, economics or pedagogy. It has been my observation as an ESL
teacher that some non Chinese teachers interpret some Chinese parents from
Hong Kong or Taiwan as emotionally negligent parents because of different
understandings of parent-chiid iove. Instead of participating in various
interactive activities with their child such as baseball and hockey or giving them

“free time”, some Chinese parents show their love by lavishing their child with
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material goods or enrolling them in various studies after school. “"What makes
sense,” is based upon a particular “rationality” or way of ordering and
classifying the world common 10 a particular group. The authority of a particular
rationality resides in the institutional or personal body with whom group
members identify. A culture’s regime of “rationality” operates as a social canopy
under which group members establish common meaning, a common world
view. It is also a place where cultural identities are forged. When a particular
“rationality” or way of looking at the world assumes state power, racialized
discourse and its instruments of exclusion become normalized in state
institutions. The exclusion of culturally reflective text, teachers and curriculum in
the school will not be noticed because it will not be seen as having value 10 the
dominant culture’s world view. It is this “normative rationality” (Rabinow, 1984,
p. 20) and its creation of “other” that under pins discrimination on the basis of
“race.” How the culture of power informs normative rationality in the school
setting and the effects of its “internalization” by the ESL students under study is
where | will now direct my attention.

Racism operates primarily through exclusion by difference. In relation to
the study’s findings it appears that exclusion is a predominant theme. Exclusion
appears to be manifested in a variety of ways at both the individual and
systemic levels. Some participants felt there was a lack of culturally reflective
language, text, teachers and curriculum in the schools. Sorne participants also
wished to exclude socially, members of their own cultural community who do
not “know the rules” or “Canadian” social norms. A few participants excluded
ﬂmirownplwsicaiandsodaimﬂural&aracteﬁsﬁcsﬁomcategoﬂesdsocial
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composite of vanous cuflurally informed experniences and the educational milieu
which is largely reflective of the prevailing norms of the dominant cuiture. In
order 1o explore how and why the messages of exclusion are being
“internalized’” or learned | will approach the problem in three stages. | will begin
by exploring the socio-cultural formation of self within the context of the culture
of power n schools | wili extend this inquiry by examining how learning is
invoived in the construction of identity. Since language is the primary
participatory toof of learming | will conclude by reviewing some of the ideas of
hnguist Mikhail Bakhiin as they relate to communication in the educational

milieu.

The Culture of Power in Schools

Many admmistrators and teachers feel the school setting is culturally, a
power neutral environment. Those with power are often the least likely to be
aware of its existence (Deipit 1987). Their world view and power hold is so
compiete that it has been normalized and consequently rendered invisible, or to
use Bannerji's (1987) plvase has become “common sense racism.” Many
issues of power are in fact enacted in the classroom. Power issues range from:
the curriculum design, textbooks and the world view purveyed; the

ender/sexual onentation of the teachers hired; the power of the

ieacher over the siudenis as expressed jinguistically and through norm
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in the case of a visible minonty ESL student in an elementary school the
{able is ciearly set: they culturally and linguistically diverge from the "Canadian”
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norm. As discussed in the findings there is a tremendous power imbalance
between members of the “dominant” culture and the ESL student in terms of
culturally reflective curriculum, texts, and teaching staff and feelings of cultural
equality in the school setting. Not being part of the “norm” has, | believe, led
them to consider themselves most often in terms of being “other.” Many of the
messages they receive about themselves from the dominant culture have been
negative. The behaviors | have noted in the classroom and inferred from the
interviews appear to confirm this sense of exclusivity and are what | would term
symptoms of this “otherness.” The question then to be asked is, how are these

messages learned ?

The Socio-Cultural formation of Self: Learning as Participation

Historically, psychologists saw learning as a process where information
is internalized, somehow absorbed and assimilated through discovery or
interaction (Lave and Wenger, 1990). The relationship between the learner and
the world, however, remained unexamined.

Lave and Wenger (1990) contend that learning is a feature of practice
which might be present in a variety of activities. Participation emphasizes the
connectedness between person, world, activity, mean:i’ng, cognition, learning
and knowing. it recognizes that the use of meanings is an interpretive process.
Learning, thinking and knowing are products of social interaction in a socially
and culturally structured world. One’s perception of the world is mediated

through activities. Meaning and the social relationships within this perception
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are produced, reproduced and changed within the course of activity which
includes speech and thought but is reducible to neither, (Lave and Wenger
1990, p.51). It is important to know how participants gain meaning in their
environment because the things to which they are responding to are being
informed by a new set of culturally laden meanings. The new cultural meanings
do not override what they have been brought up with but cne must question
how much contestation there is between existing and new cultural views in the
classroom.

When participants participate in class activities, meanings are handled
and modified through an interpretive process. Blumer, (1969) argues that this
process of interpretation has two steps. First, the participants point out that
which has meaning. That which has meaning for the participants is informed by
their socio-cultural history and the competing norms of the dominant culture.
The act of indicating is an “internalized” social process in that each participant is
interacting with him or herself. In effect, the participants engage in a process of
communication with themselves. The second step, is that in the act of
communicating with themselves, interpretation becomes a matter of handling
meanings. The participants check, select, regroup and transform the meanings
in respect to the context and the direction of their action. Interpretation is a
formative process in which meanings are used and revised as instruments for
the guidance of action. | would like to emphasize that although it is
questionable how much choice, if any, is involved in pointing out things that
have meaning, and consequently the degree and shape of Blumer’s

“internalized” social process, it appears that systems of relations are produced
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and reproduced by participants. Conseguently, these relations in a sense
define the participants as well as being defined by the participants engaging in
them. The activities in the classroom are reflective of a particular world view.
Participants engage in the various activities in the school setting, interpret the
activity which in turn guides their actions. Learning is participation and through
this activity identity changes as a resuit of these systems of relations (Lave and
Wenger 1990). When participants identify themselves with dominant cuiture
norms such as those identified in the findings, (beauty, courtesy, piety) they
come to know part of themselves as members in the dominant culture.
Unfortunately, they see few competing expressions of their culture in the media
and the educational setting as part of Canadian culture. While | have focused
on the preeminence of messages from the dominant culture shaping the identity
of study participants, this does not negate the resiliency and influence of the
participants’ own cultural messages or other competing voices. The competing
world views reflect the complexity of understanding issues of race in the
educational setting. McCarthy (1990), contends that issues of racial inequality
cannot be adequately understood without considering how class and gender
interact with issues of race. McCarthy puts forward a non synchronous
approach to the study of inequality in schools. The non synchronous approach
“alerts us to the fact that different race-class-gender groups not only have
quaiitatively different experiences in schools but actually exist in constituitive
tension, often engage in competition with each other, receive different forms of
rewards, sanctions and evaluation, and are ultimately structured into differential

futures” (McCarthy, 1990, p. 95). The compiex system of relations in the
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educational setting means that an interpretivist approach similar to that found in
the work of Spring (1985) and McCarthy (1990) is needed in order to
understand the various determinants of power in the school setting. In regard to
the participants, however, | question the strength and pervasiveness of non
dominant culture world views. [f these competing world views had any great
currency amongst participants and their peers why did | as researcher hear the
symptoms of exclusion: self censorship and the privileging of particular
physical and social qualities possessed by “Canadians”, “internalizing” racist
stereotypes and the desire to have greater cuitural representation in schools at
a systemic level? in the diverse social environment of the school, what kind of
people are the participants becoming? How successfully can they become full
participants when their languages, histories and general world views are not
represented by the educational establishment? Equal representation in the
educational establishment can only occur through culturally representative
curriculum, text and teachers.

In order to better understand how and why participants “internalize” racist
messages | will use the ideas of social theorists, Foucault, Freire and Bakhtin to
shape an interpretive framework. | will relate participants’ comments and some
of the messages from the Chinese community in the Lower Mainland to
Foucault’'s exploration of disciplinary power, Freire’s “adhesion” theory and
Bakhtin’s examination of language and its relationship to identity. While these
three theorists are not generally associated with each other they each provide a
fink in the chain of understanding how racist messages are “internalized” by

participants. Foucault's examination of the panopticon provides a metaphor for
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the way in which dominant culture norms discipline or shape the participants’
world view. The overwhelming power of these norms extends to the point
where the participants carry the gaze of the dominant culture with them. Freire's
“adhesion” theory is a clear articulation of the effect carrying these norms have
on participants’ identities as they become overseers of their own and others
behavior. The participants wishing to be part of the norm come to understand
that to be “Canadian” is to act like a “Canadian”. In part to act like a “Canadian”
is to mimic their racist attitudes. The work of linguist Bakhtin provides a
framework to understand how through language participants privilege and

“internalize” some of the racist messages in their environment.

Panopticism, and the Construction of identity

Foucault (1977) describes the mechanics of power that
communities and institutions exert. He provides a genealogical description of
social controlling practices which he traces back to the birth of incarceration
systems in the nineteenth century. His purpose is to unearth the historical
changes that have shaped individuals’ views of themseives and their
relationships to modern institutions. His goal was to gain greater understanding
of the interaction between competing varieties of power / knowledge structures.
The disciplinary power manifested in these institutions shapes individuals
through practices that are normative and normalizing in their effect (Hall and
Miilard, 1994). In regard to the education system the “rationality” inherent in its
normative gaze by its nature disqualifies other bodies of knowledge which do
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not fit its view of what is to be described and explained in the world. The
sensibility that a particular rationality is common to, “is part of the centralizing
powers which are linked to the institution and functioning of an organized
scientific discourse” (Foucault, 1980, p.84). Foucault identifies hierarchal
observation, normalizing judgment and regulatory practices such as testing, as
technologies in education which forge docile bodies in order that they may be
transformed and “improved”. In order to best understand how normalizing
judgment operates generally in society, and specifically in regard to educational
systems, Foucault explores a nineteenth century invention, the Panopticon, as a
metaphor for the effects of disciplinary technology.

Panopticism as explained by Foucault (1977) describes how disciplinary
power operates in society. Discipline is a type of power comprising a set of
instruments, techniques and procedures. It may be used by “specialized”
institutions or by existing authorities o reinforce or reorganize mechanisms of
power. This particular r.otion of power is taken from a form of architecture, the
panopticon, which was described as the perfect disciplinary mechanism for
observing, recording and training. This architecture, best illustrated by a type of
prison, was characterized by a circular building in which the interior of the cells
would face towards a viewing tower in the center of the structure. The viewing
tower’'s windows were designed so that the guards could not be seen by the
prisoners. Each of the prisoners’ cells was illuminated by a window at the end
of the chamber creating an outline of the prisoner. The panopticon offered a
logic not only of efficiency but of normalization. The prisoners would never

know when they were being observed; any deviation from the prevailing
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rationality or norms in this controlled distribution could be immediately detected
and corrected. The punishment of disciplinary technology relies on the penalty
of the norm. Rather than a simple bifurcation between the permitted and
forbidden, disciplinary power is gradated between poles of positive and
negative (Hall and Millard, 1994).

In the education system dominant culture norms are privieged and
competing discourses penalized through the absence of culturally reflective
text, teaching staff and the absence of time spent learning curricula that reflect
their cultural interests. The world of the ESL students interviewed appears to
be one they walk through, rapidly acquiring a new panoptic halo. This halo
amounts to a world view of a very new set of social relations. This is not a
process without collisions, scrapes and bruises. Cultural conflict between
existing and new world views becomes exacerbated in the parent-child arena.
The students’ ability to choose their social world in the schoo! environment is
largely curtailed by the educational setting, unlike their parents, who are often
able to maintain culturally similar work and social relationships. The effect of
the logic of a panoptic halo and panoptic technology in general is self
surveillance to the point of diminishing the wish to commit wrong (Foucault,
1980, p.155).

In regard to the students who were interviewed the effects of normative
disciplines are evident. Some participants appear to have “internalized”
various negative stereotypes of Chinese. Many participants perceived Chinese
in Canada as a group who are uniformly wealthy, and account for a large

percentage of the Canadian population. Participants felt this made them, as a
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cultural group, not part of the Canadian norm and consequently incurred the
resentment of “Canadians”, a group seen as Caucasian. Some students take
on responsibility for the racism because certain members of the Chinese
community “do not know the rules” and consequently attract unwanted attention.
The participants who resent those who “do not know the rules” sometimes
become overseers of their peers’ behavior. This is evident in the desire by
some participants to have other Chinese not drive expensive cars, live in large
houses and speak their language “loudly” in public.

The panopticon and the panoptic world the participants find themselves
in serves as a metaphor for the ways in which a particular norm of a given
rationality shapes an individual’s social functioning. In the educational system,
students interact daily with numerous “norms” which “discipline” them.
Dominant culture “norms” may vary in kind from academic and “beauty”, as in
the example of the previously mentioned participant effacing her own Asian
features, to various types of cultural knowledge. Norms classify, specialize and
hierarchize. Students are subject to these disciplines. They are at such a
pervasive, often invisible, level that, when one defies these imbalances of
power, the transgression is often placed at the foot of morality rather than seen
as a set of “physico-political techniques” (Foucault, 1975, p. 223). The
normative disciplines that participants are subject to in the education system
also appear to be feit by many members of the Chinese community in the Lower
Mainland. A case in point is a translated editorial in the Vancouver Sun
(September 11th.,, 1995, p. A1) from the Ming Pao Daily News, one of

Vancouver's major Chinese newspapers. Chinese leaders (sic) told Ming Pao
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that Greater Vancouver's ethnic Chinese should re-evaluate their own
potentially annoying habits. The paper quoted these leaders suggesting ways
the Chinese community could avoid upsetting non-Chinese. They suggested
that members of the Chinese community should, “avoid speaking Chinese
loudly in mixed language settings, avoid picking ears or cutting nails in

public...avoid building a big house or buying a fancy car to flaunt wealth”.

“Adhesion’ to the Oppressor

Freire (1993) in his work Pedagogy of the Oppressed discusses the

relationship between the oppressed and oppressor. One of the permutations of
this relationship in the initial stages of liberation, Freire contends, is the
tendency of “adhesion” by the oppressed to the oppressor, “...the oppressed
instead of striving for liberation tend themselves to become oppressors or sub
oppressors. The very structure of their thought has been conditioned by the
contradictions of the concrete existential situation by which they were shaped”
(Freire,1993, p. 27). The oppressed, the author contends, internalize the image
of the oppressor: they are not yet able to clearly objectify them outside of
themselves. They are fearful of freedom, for freedom would require them to
eject this image and replace it with autonomy and responsibility. The
internalized duality of oppressed and oppressor does not allow for an authentic
existence. Comments made by participants in the study and in my classroom
over the years appear to support the notion of a process of “adhesion” to those

who oppress. In the findings the desire for “adhesion” is to the point where one

55



“Internalized” Racism

student privileges non Asian physical characteristics such as hair and eye color
and feels she must censor herself out of fear that “Canadians” will not like her.
Internalization of the image of the oppressor appears to extend itself to the point
where a participant says, “I don't like the Chinese”. Since language is the
primary participatory tool, and by this | mean that it is central to the interpretive
process of handling meanings, it is necessary to look at the role of the utterance

in communication so that more light may be shed on learning and the

construction of the participants’ identity.

Competing Voices: The Role of the Utterance, Voice, Ventriloquation,

Dialogicality and Privileging in the Construction of Identity

The linguist Bakhtin offers a number of critical insights into the nature of
language and its effect on the construction of identity through his analysis of the
utterance. His insights help explain why and how some participants have
censored themselves, privileged certain social and physical characteristics
possessed by “Canadians”, “internalized” racist stereotypes and desired
greater cultural representation in schools at a systemic level. Bakhtin holds
that, whether spoken or written, the utterance always comes from a particular
socio-cultural view. It is contextualized within a historical, cultural, institutional,
and individual setting (Moll, 1990).

When people communicate with each other it is not simply an A to B
transmission. The type of response given in a dialogue will be shaped by who
Is doing the speaking and who is being addressed, or in Bakhtin’s terms,
addressivity. Addressivity is where every utterance is associated with at least
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two voices. For example, the voice of the teacher in the classroom is in part
reflective of the institutional outiook embedded in teacher training, as well as a
multitude of other voices the teacher has “internalized” in the school
environment. The voice exists within a social milieu. The listener of this
dialogism is also decoding the meaning and actively responding to it. She
agrees or disagrees, using various knowledge constructs, and prepares a
response. The response reflects a multidimensionality of other voices or
dialogicality; voices that have arisen from knowledge constructs such as texts
or social interactions. In effect, the process of communication is an act of
ventriloguism where one speaks through another. The kind of utterance used
reflects the sphere or genre the language represents (Fmerson and Holquist,
1981).

In the case of many ESL participants, which might include some of the
study participants, they must adopt the culturally different educational speech
genre of the teacher, otherwise many of their answers will not appear to make
sense. For example, the ESL student who retells a story by beginning at the
climax and then provides the details of the story such as the setting and
character descriptions at the end confuses the teacher. Students who are able
to match the way in which the dominant cuiture’s ideas are categorized and
expressed are rewarded in the present educational setting. Students who
deviate from dominant culture norms in how they organize and express
information learn to censor themselves in order to succeed. The act of
ventriloquation becomes increasingly based on an exclusive set of voices,

largely reflective of the dominant culture. What is still unclear, however, is how
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and why certain discourses are privileged?

The Nature of Authoritative Text

Wertsch (1991), contends that Bakhtin distinguishes between two forms
of discourse: authoritative and internally persuasive. Authoritative discourse i1s
based on the position that ceriain utierances and meanings are fixed and
cannot be changed as they come into contact with new voices. Wertsch, (1991,
p. 78) quotes Bakhtin: “The authoritative word demands that we acknowledge
it, that we make it our own; it binds us, quite independent of any power it might
have to persuade us internally; we encounter it with its authority fused to it
Bakhtin holds that the authoritative text demands our allegiance, the meaning
structure of this discourse allows no inter animation with other voices. This
categorical claim is somewhat contentious in light of the open questioning of the
authority of various institutions and texts previously held sacrosanct. Bakhtin
gives several examples of authoritative texts: religious, political, moral, the
words of fathers, adulls and teachers. In relation to authoritative texts which
strongly impact participants, | would add socio-cultural messages received from
the mass media. The mass media appears to exert great influence for
perpetuating dominant culture norms and attitudes. While Asians do appear on
television, 'n newspapers and in various magazines, the various features
presemt dominant culture values of beauly, success, modesty and
interpretations of community events. Most articles relating to the Chinese
community in the lower mainland are few and generally take a, “let’s find out
what they do and eat during their celebrations™ perspective. The absence of
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“internalized” Racism

re children, (particpants) capable of questioning and piaying with ideas in the
classroom in ways which contradict the authorty of the teacher and the
curriculum's workd view?

A common, and al bmes, invisible exampie of authoritative text is school
based instructional fanguage. Instructional language is almost exclusively
taught in ithe voice of decontexiualized rationaiily, ianguage that represents
objects and events, a voxce associated histoncally wih the emergence of the
Enlightenment (Moil, 1980 p 120} As previously discussed, rationality is a
result of a value laden approach to ordering and classify:ng. In Bakhtin's view
of the utterance, decontextualized rationalty is concerned with the perspective
the speaker takes towards the subsec! being identfied or discussed. This
perspective involves a speech type, which by its nature retlects a social
stratification of the language, € g, professional, gender and in the case of the
ESL students in question, immersion in a particular cultural view A great deal
of effort is spent in the school system grounding chiidren in this form of
discourse, even though rt has been found that adults do not always invoke this
kind of discourse in everyday problem solving While Enghish as a first
language speakers may be having a form of rationality consolidated by being
mmersed in an educational system that instructs in this speech type, ESL
students must confront the task of acquinng a new language as well as possibly
learning another world view. In the case of the participants in the study, itis a
world view that in text is largely bereft of any messages about themselves.

it wouid appear then that one of the implicit messages of schooling is
the authority of this speech gerve. The privileging of a decontextualized
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rational voice does not limit itself to the school setting but extends to many
social settings. The end effect of privileging a voice can be the silencing of
other voices. A question which then arises is, how does the dialogic

organization of inner speech shape expressive speech?

The Socialization of Mental Functioning

Wertsch's (1591) conception of the “internalization” of voice is closely
related to Bakhtin's notion of “hidden dialogicality”. Bakhtin characterizes this
process as follows:

Imagine a dialogue of two persons in which the statements of the second
speaker are omitted, but in such a way that the general overall sense is
not violated. The second speaker is present invisibly, his words are not
there, but deep traces left by these words have a determining influence
on all the present and visible words of the first spe iker. We sense this

is a conversation, although only one person is speaking, and it is a
conversation of the most intense kind, for each pr¢ sent uttered word
responds and reacts with its every fiber to the invisible speaker, points to
something outside itself, beyond its own limits, to the unspoken words of
another person. (1984, p.197 )

Wertsch’'s analysis of a dialogue between a mother and toddler points to
Bakhtin's idea of hidden dialogicaiity. Wertsch reviews a problem solving
session in which the mother verbally assists her child. Over the course of the
exchange the child needs less help to solve the problem but more interestingly,
the child becomes less refiant on the mother to provide a regulative utterance.
The child presupposes the utterance in an abbreviated form that would have
occurred in a compiete form in expressive speech. What appeared in the
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child’s overt speech were the “answers,” not the questions. The questions were
presupposed. (Wertsch, 1991, p. 89). Wertsch contends that the primary reason
these utterances appear to be answers is that they mediate the action in ways
which are similar to utterances in earlier exchanges that were replies to overt
questions. Wertsch posits Vygotsky's writings which in his view suggest that the
questions to which the answers relate occur in inner speech (Wertsch, 1991, p.
90).

Bakhtin’s conception of dialogicality suggests that what becomes
incorporated into or presupposed :»y an utterance are voices that operated on
the expressive speech level. The issue, as Wertsch states, “is how one voice
comes into contact with another, thereby changing the meaning of what it is
saying by becoming increasingly dialogical or multivoiced” (Wertsch, 1991, p.
90). The word becomes half someone else’s and summons Bakhtin's question
of, "who is doing the talking ?” In regard to the dialogues between mother and
child, it would appear that both the child and the adult are speaking. The
meaning of the child’s utterances in effect reflect the outside interference of
another’s voice.

The exchange of information between the adult and child also reflects the
role of the adult’'s utterances as a thinking tool for the child. As quoted by
Wertsch, Lotman states, “the text of the two participants’ utterances is, “a
semiotic space in which languages interact, interfere, and organize themselves
hierarchicaily” (Wertsch, 1991, p. 91). The influence of this exchange as
Wertsch points out, occurs primarily from the adult to the child, although this
does not rule out the influence of the child on the adult. But if one takes into
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account Lotman’s notion of hierarchical language organization, the focus of
change is in the child’s thinking and speech. This brings us back to Bakhtin's
idea of authority and text, for it was the child’s utterances that changed as they
increasingly reflected the hidden dialogicality that came from incorporating the
mother’'s meanings into her own. The issue of “authoritative voice,” then, comes
to mean, “the ways in which the dynamics between two voices are played out as
they come into contact” (Wertsch, 1991, p. 92).

Thus far we can see a process in which authoritative texts and privileged
voices In expressive speech become presupposed on the inner speech plane.
Study participants, like the toddler in Wertsch's analysis of the dialogue
between mother and child, appear to express the “answers” to the “questions”
they hear daily. The “answers™ are of course the racist comments they have
“imMternalized” and are expressing about their own cultural group. “Internalized”
racism appears to be a symptom of living in an environment where one’s sense
of cultural legitimacy is diminished relative to the authoritative voice of the
dominant culture. The voice of the dominant culture is heard not only through
peers who fit the cultural norms but also by new Canadian students who
desperately wish to be part of the social and cultural norms. The voices of those
who represent cultural norms encounter few if any competing discourses at the
individual or institutional level.
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Chapter IV

CONCLUSION

The ESL study participants’ experiences in the educational system
appear to be largely predicated on feelings of exclusion. Exclusion is the
operating basis for systemic and “individually experienced” racism. Not uniike
sexism, the racism experienced at the systemic level is not based upon an
active hatred of groups sharing similar hateful views but is rather based upon a
rationality that by its nature orders and classifies according to certain rules,
which reflect a particular vaiue system held in common by a particular group.
In the case of the ESL study participants it means encountering voices that are

not theirs or reflective of their world view. The participants appear to walk

through a world where they have little or no sense of themselves other than the
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are part of the largest visible minority in the Richmond area. They are very
aware of not conforming to dominant culture norms and are strongly influenced
by the normalizing judgments of the dominant culture in which they are
immersed. Participants’ desire to fit in to “Canadian™ society extends to the
point where some participants censor who they are culturally. Their view of
themselves in the schoo! system and Richmond is distorted and has been
“imternalized” to the point where some believe the racist stereotypes about
themseives. These stereotypes inciude the views that the Chinese are
uniformiy wealthy, there are 100 many Chinese in Richmond, and that certain
social qualiies some “Canadians™ possess make them better aithough Chinese
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are smarter. Reaction by some members of the Chinese community in the
Lower Mainland to growing racism against the Chinese community is not
dissimilar to the students reaction of “adhesion” to those who discriminate
against them. As previously mentioned, an article in the Vancouver Sun
(September, 11th., 1995) offered advice to those Chinese who “do not know the
rules” on how 1o curb “negative” behaviors as perceived by the dominant
cuiture. It seems that for many of the participants in the study and for some
part it appears that their sense of becoming “Canadian™ is not to be persons of
Chinese ancestry with Canadian citizenship who choose the best of both worlds
but rather to act like “Canadians™ or the "White™ people in their community
When participants asked me about my experiences in the “Canadian”
educational system, they wanted to know from someone they assumed wasn't
white how | had dealt with some of the problems they are currently facing. The
need for bridging cultures through teachers who culturally reflect their students
is real. The participants’ abiity to successfully negotiate between two world
views and consciously “choose”, is at best difficuit in spite of an educational
system which sincerely aims to accept differences Accepting differences,
however, begins by recognizing that power differences exist between cultural
communities in the educational seting as expressed through teacher
representation, text and curriculum. It also means begmnning the process of
power sharing. Many participants see themselves as they are defined and they
are defined in spoken and instructional language, text, teachers, and
curriculuin, as “other” When students make racist comments about their own
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cuitural group one can ask Bakhtin’s question: “Who is doing the talking?" It
appears that they have presupposed the utterances of their new panoptic world
because of the authoritative legitimacy rendered by a given rationality, which by
its authoritative nature privileges one way of perceiving the world above others.
It can of course be argued that privileging a particular world view is always the
case. “Seeing the world™ presupposes that it is seen in a particular way, and
not other ways. There is no one way of being, or perceiving the world
(Heidegger, 1927). What there are, rather, are particular ways of being
{Heidegger, 1927}. Perhaps what is most imporiant to come out of this study is
the degree to which participants’” lives are affected by the the lack of arenas in
education for competing ways of being.
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Chapter V

RECOMMENDATIONS FOR TEACHERS

Throughout the thesis | have advocated the hiring of teachers refiective of
the students’ ancestry and changes in curriculum to reflect the cultural reality of
the classroom. | have advocated these two measures to give systemic
recognition of the Chinese community in Richmond. Systemic recognition of the
cultural diversity in education is the beginning of equal representation. Racism
as | have argued is based upon comments or actions that allow no negotiation
of competing world views arourkd a perceived attribute of race, such as color or
culture. Racism is about exciusion. As mentioned in the study, the exclusion of
culturally reflective text, teachers and curriculum in the school will not be

o vl I wi ua nn& | SN . ¥, i oV 7, i & 14 e
noticed because it wil not be seenas h '\y alue to the dominant culture's

worid view. The need for differing “voices” that can compete with dominant
culture messages is necessary if non dominant culture students are to have a
positive cultural seif perception in the educational setting. The censoring of
cultural self that appears to take place with some of the participants i1s a great
loss to themselves and the dominant culture students. For some teachers and

administrators, advocating greater systemic representation of the cultural

diversitvy found in the classrooms m:nht appear nnlﬂmnl!u rfis) k However, a
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practical approach for afkmxmnm “imternalized” racism outside of advocating a

greater representation of minority teachers is to parallel existing resources in
the educational system. In Richmond schools, French is taught to grade six and
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seven students. A parallel Mandarin or Cantonese language program could be
established as part of the curriculum, or initially as a before or after school
program. Teachers could also create units on Hong Kong or Taiwan and use
their students as subject experts. Presently in many school districts First Nation
cultural workers visit schools on a regular basis to work with First Nation
students. Through discussion and hands on activities they explicre their
heritage. A parallel program could be used with other minority students.
Cultural workers representative of the particular childrens' group could make

.....

egular visits to schools {0 discuss and engage in activities that explore what it
means to be of a given minority group in the Canadian context. Issues of
“internalized” racism could be directly addressed through the cultural worker
discussing her or his own experiences. The sensitivity of the topic merits a
facilitator who has some direct experience with racism in the Canadian
educational system and “internalized™ racism.

in the classroom, the absence of culturally refelective text is perhaps the
easiest point where teachers can begin to address the problem of students’
“imternalizing” racist messages. The process can begin with discussions with
the school librarian concerning the acquisition of culturally reflective text.
Students and teachers can also create their own texts. The process of creating
text for students is the process of stucents and teachers uncovering the themes
n their lives. Learning is participation, consequently students and teachers
must look at what activiies they are active in and what those activities mean to
them. By so doing they can begin to recognize and unpack the voices they are
hearing, question their origin and validity in their lives. The focus of these
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suggested exercises is as much on the teacher and his or her authority as
expressed by color, gender, class and sexual orientation as the students. My
experience with participants asking me about my heritage indicates that how
students construct their image of their instructor or interviewer as based on
these qualities will affect how they respond to sensitive issues like “internalized”
racism. Teachers can only teach as the people they are. It is important to
remember that while visible minority students may be “internalizing” racist
messages about themselves, the dominant culture teachers are “internalizing
their own dominance and that they are part of the norm. At present i am not
aware of any textual materials dealing with issues of race and racism that
discuss “internalized” racism. The texts which students and teachers can create
privileges their own lives, their own voices. It can present to the students, and
especially to the teacher another way of looking at the world. It has the potential
to create “internally persuasive dialogue” that will create new words, new
associations for the teacher and students. If the students’ own experiences can
be seen as a privileged text there is a possibility that these voices will be one of
the many voices drawn upon in other situations. While the study dealt with the
experiences of elementary ESL students | have included a set of exercises for
highschool teachers since the process of “internalizing” racism also applies to
older students.

Creating Text

This activity is for elementary students and one | have tried with some
success. Students and teacher keep a “living” journal. A “living” journal is a
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note book where weekly experiences important to the student are recorded.
The recording can take many forms. For example, a ticket stub from a movie,
coins from a trip outside the country, pencil shavings to show how much work
they’ve been doing on a project . The “codifications” are then shared every one
or two weeks in a group setting. The purpose is to allow students to share what
is happening in their lives in a concrete way as well as to provide an indicator of
the common themes shared amongst the students. The codifications allow the
teacher and the student to see and hear the various messages, or in Bakhtin's
terms, the voices, they are receiving in their environment. What students say
and how they say it depends on who they are speaking to (addressivity). it is
important for teachers to remember that their presence plays a key role in what
is shared or not shared. Students are asked what the various or common
themes have been in during the sharing. These themes are then fed back to the
students by the teacher in the form of one or more problems. The problem is to
be solved through activities that involve language learning such as creating a
script for a play that is to be videotaped. It is through writing and discussing the
ideas from the themes that students begin to analyze in more detail the nature
and source of the voices they're hearing. A space has then been created where
systemic recognition can be given to some of the themes in students’ lives. A
number of students in one group | worked with mentioned having to do
household chores as well as discussing the various outings they went on during
the weekend. These themes were fed back to them in the following language
activity problem: Create a play around one of the following two themes: 1) A
child refuses o clean his / her room every Saturday. Show how this problem
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could be solved; 2} A child wants to go out with his/her friends. the parents,
however don't like the friends. How can this problem be resolved? Whether or
not students ever discuss issues around racial identity is not important. Again,
what is important is that a space is created where students can discuss and
choose to work on the themes they consider meaningful and that the teacher be
reflective of their own life themes.

Another approach to create a venue for systemic validity of students’
experiences is for teachers to wnite stories that include some of the common
adjustment experiences many new Canadian students experience coming to
Canada. The cultural adjustment experiences need not be the focus of the story
but rather one of many different experiences characters have as part of an
adventure in Canada. | have found that most intermediate students are willing
to discuss “I'eavy” topics like experiences of (“internalized™) racism but appear
more comfortable when it's done occasionally and in an indirect manner.

A set of assignments | have created for grades seven to twelve, but
haven't tried, revolve around students deconstructing their lives through the
question, “What's a good life?". After receiving some instruction on the use of

the cam corder students are to complete this five part assignment.

Part A: Create a video presentation that depicts your answer to what a “good

| TN WY P ok Dusess
that

ife” is. Who are the peopie, what are the places, things, ideas, beliefs have
made or will make your jife a “good life™? In what
gender, sexual orientation affect what you think is the “good” life.

The video exercise is another method of identifying and exploring the
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ace,
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source of the voices dominant cultuie and visible minority students have
“internalized”. Students have an opportunity to analyze why certain voices are
privileged, evaluate their validity and explore how these messages affect their

lives.

Evaluation: A brief one page written reflection by the student and teacher on
what he or she liked about the video presentation, areas to be improved on, and
what was special or interesting in the presentation of the video.

Part B: Write a brief explanation as to why you have chosen the images in your
video to answer your understanding of what a “good life” is. To what degree
have T.V., movies, computers, video games, books, radio influenced your
understanding of the “good life.” You wili be asked to present, explain
informally your ideas after your video has been shown to the class.

Evaluation: The written paper will be evaluated on: organization, punctuation,

clarity of ideas.

Part C.  For class discussion. As a class were there any common themes that
emerged? What were they? If there were / weren't common themes how do you

account for the similarities, dissimilarities ?

Part D: Wiritten assignment :

With a partner compare and contrast the themes that emerged in your

respective videos. How do you account for the similarities and differences?

Evaiuation: The written paper will be evaluated on: organization, punctuation,
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clarity of ideas.

Part £E: Written assignment:
if school is to prepare you for life, in what way does your education reflect what
you feel is a good life? What themes do you feel need to be addressed in the
school system in order to help you realize the “good life"? How can the
educational system do this?
Evaluation: The wrilten paper wiil be evaluated on: organization, punctuation,

Creating Text: What are the Criticai Issues Raised ?

Presently, educational themes are based on a dominant culture
perspective of the worid. As ESL students enter the educational system the
heterogeneity of voices that swirl within each of them grows but becomes
progressively muted, as in the case of many of the study participants. At times
their voices become censored to reflect “acceptable”™ voices, allowing
“acceptable” choices. Parts of selves are confirmed, deemed. “to make sense” if
aspects of them fit with existing norms. It seems a screen is needed where what
students know can be shown to help them recognize what they know and how
have they come to kn~w it. The videc and the “living” journal become tools that
allow comparison. A comparison with others and “others™ that may result in

empty differences but one in which spanners can be thrown by delving into why
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images and artifacts were chosen and how were these “choices™ made.

These simple assignments are no panacea for any student
deconsltructing their place in the educational system or who they are cuiturally.
Unless spaces are created for students to begin to unwrap the various elements
of their identity, students and teachers will continue to perpetuate diversity
without honouring differences.
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Date.
Dear Parents.

My name is Dean Guinng and | am your chiid’s ESL teacher. | am presently
compieting a Masters of Arts in Education. As part of this program | am conducting a
studly looking at experiences of Blundell elementary ESL students seftling in
Rictwnond. Results from the study will De usad by myself and other teachers in
Richmond to better meet the needs of ESL leamers.

The study will consist of audiotaped interviews with ESL students in a group setting
held at Blundel! elementary. Students will be told they are participating in a study
concaming their experiences of sefting in Canada. They will aiso be told that they can
withdraw from the study prior 10 #s commencement Of anytime during the study.
Sthudants may aiso refuse 0 answer sy question during the study. The intorview is
compietely voluntary. Student names will be coded in the study in order to maintain
confidentiality. Withdrawai from the study will in no way affect their school
performance. Tapes containing audiotaped interviews will be destroyed upon

compiletion of the study. mammmmmﬂemwm
Robert Robin, Faculty Dean of Education (Ph: 291-3148 ).

i would like your permission 10 involve your child in this group interview. On
completion of the stuxly parents will be notified. Results of the study will be available

upon request  Thank you for your consideration.

| give permission for my child to
{ Parent / Guardan) (Cridd's Name)

participate in the group interview.

Sgnatusre of Parent / Guardian Signature of Child

Date Date
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SCHOOL DISTRICT No.38 f§ (RICHMOND)

T811 GRANVILLE AVENUE / RICHMOND 1 8 C. ) VBY 3E3 (804) 888-6000
FAX (804) 8588008

Office of the Superintendent of Schoois

April 3. 1995

Mr. D. Quiring
575 E. 62nd Avenuce
Vancouver, BC
V5X 2G3

Dear Mr. Quiring:

‘Thank you for your letter describing your rescarch project, “Exploning Interalized Racism in Elementary
ESL Students,” with accompanying materials.

This study is consistent with district policy and, coasequeatly, | am pleased to give permission (o
approach members of our staff for their voluntary participation in your study. grve you

Please coordinate all teacher and stodent wmaﬂuwghdxoﬁmdthepmpdofBlunddiScbool.
Mr. D. Bradiey. Keepmmmamcmmmrpm% project rests with the
mmmmum«umm nedfo:possibic inclusion in your

Once your study is complete, I would appreciate receiving a copy of your conclusions for the information
ofowd:smct. If I can be of any fecther assistance in this research project. do not hesitate (o contact me.

Yours truly,

Bryan Eyjolfson

BE:dg

cc.  Bob Paul, Coordinating Principal
D. Bradiey, Principal, Blundell Elcmentary School



SIMON FRASER UNIVERs{TYy ~memalized Racsm
BURNABY. BRITISH COLUMBA

Telepbone SO0 2514152
FAX: 4600 291 4860

VICE PRESIDENT, RESEARCH

March 1, 1995

Mr. Dean Quiring
Graduate Student

Education
Simon Fraser University

Dear Mr. Quiring:
Re.  Exploring Intemalized Racism in Elementary ESL Students

i am pleased to inform you on behaif of the Undversity Research Ethics Review
Committee that the above referenced Request for Ethical Approval of Research has
been approved contingent upen this office receiving a letter of acknowledgment and
approval from Blundell Elementary Schnal authorizing your research to be
conducted. Once this letter has been received by this office, you may proceed with
your research.

This approval is in effect for twenty-four months from the above date. Any changes
in the procedures affecting interaction with human subjects should be reported to
the University Research Ethics Review Committee. Significant changes will require
the submission of a revised Request for Ethical Approval of Research. This approval
is in effect only while you are a registered SFU student.

Best wishes for success in this research.
Si iy,

/vBmee P. Clayman, Chair
University Research Ethics Review
Committee

c C. Haig-Brown, Supervisor
P. Winne
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APPENDIX il
Fieid Notes

April 7th 1995

Well I'm finally on the road of inteliectual hnpe fear and loathing |
received permission for my proposal just last Thursday after a month of it
winding through the Richmond School District bureaucracy. | quickly
photocopied my Chinese permission forms on today and after a brief
explanation to students handed them out this afternoon. One of my grade five
students turned to me after | finished my explanation of what and why | was
doing the interview and said, “You know Mr. Q, | think you're going to get this
many people,” as he held up his hand to to make a zero.” | guiped and could
tell the kids were not overjoyed that the conversation was going to be taped,
even though | meticulously explained that they could quit at anytime and their
conversation would be coded. Oh well... . | know the kids are somewhat
nauseated and suspicious when asked to talk about coming to Canada.
Through various class exercises they've regurgitated “safe” versions of their
story a hundred times, they are very careful as to what they talk and don't talk
about. In my gut | know that they don't want to leave any “trails” especially when
they fear their's even the remotest chance their parents will find out what

they've said.
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April 10 th., 1995

Today, Monday. | received three permission slips back and | don't really see a
hell of a lot of hope in getting back many more. | feel I'm on a desperate,
slippery continuum which begins with asking students to participate and then
deteriorates into pieading and begging. | guess I'll make do with the few | do
get back. I'm getting a little anxious about this. There’s a quantative monkey on
my back screaming a total of seven interviews is sad social science. I'm not
sure whether to ask if students from another school in Richmond would like to
participate. If my students are apprehensive | don't see why some other kids
would want to “spill their guts™ to a stranger.

April 24th.,

| asked one student who is generally pretty talkative why he was not interested
in participating in the study. He hummed and hawed and generally looked a
little uncomfortable, so 1 quickly told him if he didn’t want to answer he didn't
have to.

It has taken three to four days of frustrating arranging to find a place and a time
in the scnool where | can actually conduct the interviews and take the students
out of their class for an hour. I've finally been able to arrange for two periods in
the L.A. room. | don't really feel that comfortable with mixing the students by
gender and language which is what | originally proposed but given that
students and parents have agreed to a group interview | don't see any other
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oplion.

April 25th.,

i had really wanted to feel more prepared before | began the interviews since
it's an all or nothing situation. | checked the tape deck the night before, bought
new batteries, a new tape but basically rushed around the evening before trying
to get my baby ready for her 10 stay at her grandmothers for the day. | made
into the school a littie iater than | had wanted. | quickly set up the tape deck and
arranged the chaws, choosing the “adult” sized table and chairs as opposed to
the smaller “child sized table and chairs. | reasoned that my size might be
somewhat exaggerated at the smaller setting and consequently my “control” of
the environment. 1 left the tape deck on the table rather on a table immediately
east of it. I've found students less distracted by recording devices when it is
initially recognized ancd openly discussed prior to the interview rather than
simply reminding them that the conversation will be taped.

| was somewhat anxious as | went down the hall to pick up the students. As |
walked down the hall with the students towards the room where the
conversation was to take place | reminded them that they didn't have to
participate if they didnt want it was completely up to them. On of them
remarked he was quite happy to participate as we was missing a subject he did
not enjoy. As we entered the room | showed them the tape recorder and began
testing it with them to make sure it worked. One student asked me why | needed
to tape the conversation and | briefly explained that my memory was not good
enough to remember everything so | had a tape recorder to help me, this
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seemed to satisfy him.
April 25th., 1995

Well | imterviev.ed my three students today. it went really well, I'm really
happy about it | think my questions indicate that theyre on target | initially
explained to them hat they could refuse to answer any question and then
proceeded with how # was nice that they were in a position to help me with my
homework (the interview) The participants appeared to enjoy this twist and
were very open especally as the interview progressed. The sludents were so
interested in continuing the interview that two of them wanted to stay and
continue through recess and this was after an hour and a half of discussion.
Before the the discussion began | was initially concerned that the boys would
continually drown out the one girl. Although | haven't re-listened to the tape |
don’t think this happened. During the discussion | was really surprised by some
of the comments some of the studenis made especiaily regarding wanting to
have blonde haw and blue eyes and not wanting Chinese staff. When the
students left for recess one student came back after leaving the class and said
she would prefer to play with Canadian Kids but they were not interested in
piayng with her. When | said to her well what would ycu say if you heard that
some Canadian kids say, “the Chinese never want to mix, they always stick to
their own group.” She responded by dropping her mouth open in surprise and
exciaiming, “no way.” She could not believe that Canadian students would see
the lack of mixing in this way.
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i had very mixed feelings about my response toa the question,do you like
Chinese people?’ posed by one of the participants. | answered by telling him
that | did ke Chinese people and that “one of my best fnends is Chinese™ Well,
¥ guess we've all heard that sappy Iine before, but at the tme | thought how am |
gomng o make my comment meaningful to a ten year old in the space of a few
seconds. To me it came off sounding hokey as hell, but he understood it.

May 4th.,

F've been transcribing this conversation for what seems forever. I'm about half
way through and what 1S standing out for me is my own authonty in the
dialogue. By this | mean my dogged determination in having the participants
discuss attitudes towards each other and my interruptions to guide the
conversation. On reflection I'm wondenng why | was so persistent. | suppose
the pilot interview influenced me, in that conversation there were very clear
examples of racism towards one’s own group and 1| hoped to solicit a similar
response. | really wish | had had more participants for this interview. | feel the
lack of participants, and consequerly my inability to group them according to
linguistic group and gender greatly influenced what was said. | could sense
quite strongly at certain points during the conversation a reluctance to discuss
openly feelings about the other linguistic group.

Spoke to Celia in regard to my positivist monkey that’s prodding, cajoling
me to get more participants. She asked if | felt my interviews were rich enough
to in a sense stand on their own. Yes they're rich but | know I'd feel a litle more
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secure If | had a few more, especially if they were from another school. | know
this would ease some of my concerns, especially in terms of internal validity.
Consequently, I've arranged to tentalively speak *o other students at a school in
Richmond | use 1o work at. The 2rincipal was surprisingly cooperative. | was a
little hesitant at first given the nature of my inquiry, which could be crudely
stated as how and why in the educational system visible minorities become
bananas, appies, almonds and coconuts. The discussion with the teachers
mvolved went well, they're quite excited by the study. 1 suppose it's reflective of
the vaiue of front line experience as opposed to the lack of academic interest or

awareness of such issues.

May 15th.

My lack of consistent study time is catching up on me. Some of the more
complex analytical arguments are becoming fuzzy, not rolling off the iongue as |
wouid like them to. This is unnerving me slightly, gotta get reading, gotta get
going. The “lost ime” has gone into my daughter which has been great but |
must strnike a better balance.
The reading | have done lately has been bell hooks, Yearning and a review of
some of the articies out of_Race ldentity and Representation in Education.
Yearning has evoked a number of ideas and feelings about a number of
issues circulating primarily around liberatory education and the role of the
teacher. She quotes a Cuban writer who mentions how he always hears about
censorship in Communist countries and yet censorship occurs all the time in the
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West through the rejection of articies by publishers because they may be
deemed too radical or simply not understood because of the publishers race,
class, gender, sex onentation. Coincidentally | received a rejection of a
manuscript from TESL who found my work with ESL students around issues of
creating their own text, “quite stimulating™. however, they felt it had more to do
with “culture learning” and “pedagogy” than ESL. While accurate to some
degree, this comment reflects the lack of interest and awareness of how the
acquisition of language is only part of what happens when a language is
learned. Anyway, I'li keep flogging my paper and see what happens.

...we must determine how we will be and not rely on colonizing
responses to determine our legitimacy. We are not looking to that other for
recognition. We are recognizing ourseives and willingly maka contact with all
who would engage us in constructive manner. p.22.
re these field notes for?

Good luck bell. | wish bell were right about not relying on colonizing
responses to determine legitimacy, but she is engaged in a struggle that has
been completely determined by colonizing responses, she would not be there,
could not be the person she is without them. If race is socially constructed then

why do many members of “visible minorities” use definitions of race that are

ultimately genetic at root. bell in many ways contradicts herself. She claims on

one hand o critique pressuwres from the outside and inside a narrow constricting

- e

notion of blackness. She contends that "authentic” forms of blackness are part
colonialization and yet she continually speaks of blackness, especially as it
relates to herself, as if there were an essential, “authentic™ quality to blackness.
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“One of the deepest expressions of our internalization of the colonizers
mentality has been self censorship, reluctance to speak about aspects of our
reality, that do not furthrer ass.milation or racial or ethnic upift. p. 157,

June 6th.
t arrived at school "B” close to 9:.00 am. and felt fortunate that my old teaching

partner went to the effort that she did in order to stimulate students interest in the
project. The Vice-Principal was also very helpful. In the library he cordoned off
a small area so that | could conduct my interviews. | was hoping for a private
room considering the sensitimty of the topic, but considering | was able to get
the number of participants | did at such a short notice one can't have everything.
The boys, initially three, bounced in the room, the fourth came a few minutes
later. | quickly expiained who | was and how like them | was doing a project for
schoot. | also toid them that again like them | had questions 10 ask my teachers,
however in this case my teachers were them, for their experiences were
uniquely theirs. | went on to tell them that their names would be coded, a few
were unhappy with this for they wanted their names to remain known. |
suppose they thought this interview would make them famous. The boys were
in a great mood laughing and joking quite excited to be part of the study.

Although | haven't listened to the tape yet, my sense is that a lot of the same
themes came up as compared with the inlerviews with students at school "A".
The intensity of the responses, however is quite a bit less. Whether or not the
degree of intimacy between the two groups of students and myself accounts for
this or the intensity of experiences which my questions touched upon is simply
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less, or some combinaticn of the two and who knows whalt else. | guess Il

eventually find out

Arrived at school ‘8" June 27th., 9:30 am . for “member checks™ re
mterview.  After some confusion of where students were located, all female
participants were eventually found  We met in the library which was not open to
students as it was the year end book count. The girls were very quiet. As | went
over the themes the giris added a few comments to the themes that came out of
the conversations, however, no themes were contradicted or dismissed The
responses to the themes were as follows.

in response to the theme of participants being happy people from Taiwan
and Hong Kong were choosing Canada to live, they added that the “shopping in
Hong Kong was better”. In response to the question,”lf you had a magic wand
would you change anything about the Chinese in Canada?”, students
responded by saying that they wished Chinese students would stop swearing in
their own language and that Chinese people should speak more English.

Unfortunately, the end of the year was working against me. As one of the
girls remarked, “lIts been five minutes, can we go? We'2 painting in class, you
know”. The students were very preoccupied with returning to year end “fun”
aclivities and my visit was getting in the way. C'est la vie.

The boys on other hand came from classes where apparently not
so fun activities were happening, like cleaning up the ciassroom and year end
math reviews. Perhaps as a consequence they were more willing to spend

some time listening and adding missed points. Again none of themes were
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dismissed or contradicted.

After going through the themes, | mentioned the comment that had been
made in the interview about the participants feeling that Canadians didn’t know
much about Taiwan or Hong Kong. They mentioned that Canadian students
know that in Taiwan and Hong Kong students get iots of homework and
teachers hit students i again asked them if they couid create their own school
what would it look like they responded more fuilly by saying that they wished
there were Chinese books in the library, bilingual teachers, “one half should be
Chinese”. Lastly, in response to the theme of wanting to look like Canadians
the boys said “no,” except in regard to wanting to be taller.
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APPENDIX il
Characteristics of Transcript Themes
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