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ABSTRACT 

Stemming from involvement with war veterans who have, for several years, 

participated in Remembrance Day programs in an elementary school, the researcher 

felt that a need had arisen to collect and understand the stories of war veterans and 

to consider their pedagogical implications. Due to the age of this group of seniors, it 

had become very important to hear their thoughts before they were forever lost. 

Caught up in the technological environment of our culture, teachers often lose sight 

of the value of oral histories. Essential to teaching is the human element and the 

meaning derived from our changing lives. 

The study was designed to explore how a grade four teacher might interpret 

and re-tell, pedagogically, the lessons told by veterans about war. The object of the 

study was to reach a better understanding of how a teacher could make the lives of 

veterans a meaningful part of the curriculum and use their stories as part of a peace 

education program for students, dealing not only with experiences on a battlefield of 

war but also on the battlefields of the peace-time homefront. 

Semi-structured interviews were conducted with ten war veterans. Over a 

four-month period, 67 hours of conversation were recorded and written notes, 

journals, and photographs were collected. 

Examining the relationship of the ethic of care and peace education, the 

journey through the youth, military service, and post-war years of the veterans 

helped the researcher explore a significant source of knowledge to be gained through 

the use of inter-generational communication. In seeking to satisfy a need to nurture 
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students, teachers and community elders are able to find new respect and security for 

their own worth. In the process of seeing history through the eyes of others, the 

researcher suggests that lessons of peace are seen as the basis for whole earth 

interdependence, derived from learning to cooperate and cooperating to learn. The 

stories of veterans have shown that teachers can use the words of those who have 

been there to supplement curricular development that emphasizes social solidarity 

and shared responsibility in reaching group goals. It is possible to care, it is possible 

to change, and it is possible to enjoy peace. 

ii 
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Ascension 

And If I go while you're still here ... 
Know that I live on, 

vibrating to a different measure 
-behind a thin veil you cannot see through. 

You will not see me, 
so you must have faith. 

I wait for the time when we can soar together again, 
-both aware of each other. 

Until then live your life to its fullest. 
And when you need me, 

Just whisper my name in your heart, 
...I will be there. 

(Colleen Hitchcock, cited by Clancy, 1997, preface) 
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1. THE ALLURE OF THE STORY: THE BACKGROUND 

For deeds do die, how ever nobile donne, 
And thoughts of men do as themselves decay, 
But wise wordes taught in numbers for to runne, 
Recorded by the muses, live for ay. 

(Louis Starr, cited by Dunaway & Baum, 1984, p. 4) 
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town, after German air raids. (Collection of E. Mealing, 1997) 
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It was the dog that did it...the resurrected dog. Years ago, I sat, spellbound, as 

I listened to Bobby's story: 

Buster was a smart dog. He would go out and get the cows by himself, and 
he always sorted them out and just brought home the milk cows. i can't ever 
remember Buster missing a milk cow. He just left the others there in the 
pasture. Buster got into a fight with another dog and had both his ears ripped 
out. He died. Dad put him in the manure pile. A couple of days later I went 
out and saw steam rising out of the manure pile. Boy, I was all excited! I 
thought Buster had been resurrected, so I got a shovel and started digging like 
crazy to get him out. But...he wasn't resurrected after all. I felt just awful. 

Adult friends surrounded the kitchen table in our old farmhouse as chatter and 

laughter followed the Sunday supper of a cold winter's evening. I was twelve; 

Bobby was my dad. The stories shared by those folks initiated my addiction to the 

world of oral history and narrative story telling that, intermittently, was interrupted 

by school, marriage, children, and employment. Due to my consuming interest with 

the elderly and with remote relatives and their past lives, my siblings once considered 

me to be one who had strange hobbies. Years ago, they would disappear with the 

last gulp of dessert while I would sink quietly into my chair, knowing full well that 

the stories were soon to begin. Later, in bed in the dark, I would re-live the wistful 

tales of faraway places and times, feeling a sense of sadness about the sorrowful 

events and giggling about the humorous. Bobby's funny stories were the best: 

Herb and I were always at loggerheads when we were growing up. He seemed 
to be forever getting me into trouble. I got whipped once for jumping off the 
roof of the outhouse but I was just doing what Herb told me to do--learning to 
fly. I got even with him, though. We used to sleep together but I always had 
to go to bed first. Herb would come in later, take a flying leap and land in the 
bed. That drove me crazy. Well, I went out and got myself a bunch of prickly 

3 
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branches one day and I stuffed them under the sheet on his side of the bed. I 
just laid there and waited, gloating. Herb came in and took his usual flying 
leap. Well, when he landed on those thistles he didn't even stop. He went 
straight back into the air. He started hollering and I was laughing myself 
sick...but not for long, of course. Mom whipped the tar out of me, but it was 
worth it. 

Today, however, those disinterested siblings often pick up the photo albums where 

our family revelations are written and they will look at me with, "How did you find 

this out?" or, "She actually told you this?" Some recollections are painful, like Aunt 

Alice's memories in 1980: 

Grandpa was having an afternoon sleep in the caboose in our yard and he 
dropped his pipe. It caught fire. He caught fire, too. I can remember him 
yelling in Norwegian, "Grab that willow and hit me over the head!" He kept 
screaming for them to kill him...to put him out of his misery. I will never 
forget that screaming. Eddie saw the smoke and came running in from the 
field. The burns went into Grandpa and he died. of pneumonia. It was so 
terrible to see him. He died right there, at home, in his bed in the living room. 
I sometimes wonder...if they should have done what he asked. 

Buster, the poor dead dog, has haunted my mind for years. At the age of 65, 

my father told me the story again, and the anguish remained. His voice broke. He 

shook his head, almost surprised at his own emotion. Many times over the years the 

two of us shared his memories of those earlier days. When he died suddenly at the 

age of 70, my first thought was, "No, this isn't fair. We aren't finished the stories 

yet." 

The whetting of my appetite for oral histories came, I think, after reading the 

1689 will of one of my ancestral grandfathers: 

I do will and bequeath to my daughter Rebecka Wood the mare yt is now 
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running in ye wood...I do appoint my son John and my son Sam Bennedick to 
be joynt overseers of this my last will and testiment, willing these my loveing 
sons to be careful of their Mothers comfortable liveing... 

Who was Rebecka? Did those sons take care of her? Who was the husband who 

left the detailed will so many generations ago? Did anyone know? Did anyone care? 

Twenty years ago, during a visit to two wonderfully talkative aunts, one of 

them mentioned their regret at not listening to their mother who prattled on 

endlessly about her family and early life in Pennsylvania. The aunt remarked, "We 

heard the stories so many times we stopped listening. Now I wish we had. I can't 

even remember the people she talked about. We must have been such a 

disappointment to her." Those words have remained with me, niggling in my 

thoughts, adding to my mission as a parent to record the family history. 

There have been many rewards in this "data gathering" of mine. Through trial 

and error I discovered the most profitable ways to establish rapport. The most 

unlikely sources would yield the "gold mines" of information, one being the 

forgotten eccentric cousin, Vera, the hermit. During the last five years of her life, 

we visited often. In her multi-layered apparel of two dresses, brown stockings, grey 

woollen socks, rubber boots, toque, scarf, and overcoat (with pockets for food), 

Vera would arrive--in mid-summer. Vera was a good little girl in her younger day. 

She was a listener. And, Vera had two suitcases of photographs from the turn of 

the century. What a field day we had, yet I knew she was never at peace until she 

was back in her isolated little shack where memorabilia was stacked from floor to 

ceiling, leaving small tunnels through which to walk. Although my heart ached for 
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her, I knew why she had chosen her lifestyle. She had told me the tale of her 

husband, the bigamist, who attempted to poison her and their child, and who lived 

his last years in prison. Vera did not have a fondness for men, but in 1979 she told 

me an interesting story: 

My cousin Paul once told Aunt Esther...that was in 1907, I believe...that she 
wouldn't need her hot water bottles in bed every night if she found a man and 
got married. Then she'd have something else to keep her warm. Aunt Esther 
was absolutely horrified that he would even say such a thing. She was very 
prim and proper and never thought of such things. I think I would have 
enjoyed her. 

Perhaps my greatest inspiration was my grandfather, a wonderful, quiet, 

transplanted Newfoundlander who, through his stories, created in me a yearning to 

know more and more about the hardy souls who settled our land and stayed through 

thick and thin to raise their families and watch the country prosper. In his tiny 

house, Grandpa, at the age of 90, began to talk to me. Ten years later, my pen was 

still scratching. I would visit a few times a year, carrying along my notebooks, my 

typewriter, my two children, and my dog and we would drive out to the prairie fields 

where he once homesteaded. While the dog and the kids ran wildly, Grandpa would 

talk, mystifying my aunts. "He never talks much," they'd say. "He's always been a 

quiet loner of a man." Perhaps it was my naivety. Perhaps it was the way I listened. 

Perhaps it was the dog. He would go for hours, nonstop. And, I would scribble. 

How I loved the humor of that man who, in 1982, as he neared his 100th birthday, 

told me about his teeth: 
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I went to a new dentist here. He was crazy, anyway. He was one of these new 

guys who knows everything. He told me he'd have my teeth in three weeks. 
Well, I phoned every month for four months. They finally came and they were 
awful things...stuck all out in my cheeks...had to file them down. I only use 
them when I eat. I carry them around in my pocket. He said I had a crooked 
mouth. He's dead now. Boy, oh, boy, I hope the devil is down there turning 
up his grave with a fork. 

There were other stories, from aunts, uncles, cousins, and parents. Validation 

and credibility occurred without my realizing what was taking place as someone 

would tell similar stories of the same event. Perhaps my fascination with the older 

generation has grown because these are the folks who have the time to talk. Their 

families are grown and gone. They have often lost a spouse. They are usually 

tucked neatly into seniors' housing and are disgruntled at their lack of space. They 

are all overjoyed with company and undivided attention. They also like my dog. 

The collections of the experiences of these gentle souls have found their way into my 

teaching in the classroom. The students are always eager to hear the stories of those 

"olden days", the days of their grandparents' youth. They display a new sense of 

attentiveness and are unaware of the lessons and morals and deeper thought attached 

to the narratives. They appreciate our Medicare system when they hear stories like 

this: 

With Mom being a nurse, she knew all about every darn disease we could get. 
The big scare was always consumption. We didn't even know what it was but 
coming from Mom it sounded bad. She was always telling us to get in and get 
our wet clothes off or we'd get consumption. I remember once we got 
absolutely soaked and we were scared to death to go near the house so all four 
of us lined up beside the straw pile and stood in the sun to dry off. We were 
always wet, and we never got consumption. (Ruth, 1984) 
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I remember that day like it was yesterday. I wasn't even in school yet. It was 
a very sad day. They came to take Eddie to the San. He gave me a little pastel 
blue celluloid hat that morning. He had TB for seven years and I never saw 
him all that time. Every time I see those hats with the coloured plastic brims, 
I think of Eddie being taken away. (Mm, 1980) 

Through my recent studying of qualitative research, the methodologies have 

taken on new meaning for me. Ethnographies, phenomenologies, narratives, oral 

histories... How could anyone find satisfaction in numbers and quantification when 

this exciting world of people's lives and experience awaits discovery? The most 

meaningful way of knowing is through example and by what other people have done. 

To make sense of their realities and their interactions with each other does not 

appear to be a simple task. The soul-searching and personal growth one experiences 

produces new perspectives and totally energizes the individual. 

It was not until my involvement with the study of interviews and narratives that 

I began to think about my years of delving into the family oral histories. Was this 

interviewing? Was this narrative? Were stories being told through conversation? 

What had I been trying to learn? While not being immersed in research or 

methodology at the time, it had been a long development of my own style, my own 

means of establishing contact and rapport and data. Through my blundering, 

inexperienced way, a small piece of those lives will be forever preserved. That was 

my purpose. To understand what we have become today, how we live, and why we 

live as we do, we need only to imagine, through those stories, the laying of the 

foundation of our personalities, our integrity, and dreams and aspirations. Often lost 

in the mad whirl of the postmodern world is the passing of history from generation 
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to generation and the "unfolding of our unique stories within the context of everyday 

events" (Paley, cited by Carter, 1993, p. 5). 

As I have read about analyzing the data and of discovering common threads, I 

returned to my books of stories. Were there commonalities? Were there major 

themes? As I learned of group interviews and of the art of probing for illuminative 

data, what immediately came to me was a series of videotaped interviews with 

colleagues at my school in which we discussed the qualities of a good teacher. In 

1996, I was interviewing Marquita, a teacher-aide who chattered enthusiastically 

about teaching strategies she liked to see. When asked about her own education, she 

became very quiet. There was a silence before she continued: 

School was not that great for me. Because of my ancestry, I was ostracized. I 
was dumb. One teacher said I would never be anything more than a 
washwoman. I was an Indian. I was stupid. 

I shut off the camera. Her eyes were full of tears. She shook her head, "No, turn it 

on. It's okay. Maybe I need to do this." We resumed, and she talked of a teacher 

who turned her life into something positive and made her feel worthwhile. Without 

him, she would have been another dropout on the streets. 

Remembering the expression on my friend's face, I thought of ethics. Patai 

(1987, p. 7) asks, "Does one even have the right to interfere in people's lives?" That 

interview of ours was not just an exchange between friends. It became her interview 

and she led the conversation. My job was to remain calm and reassuring as I was 

"learning how to see." This was not about good teachers. This was about the inner 
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struggles of someone still coping with racism. Because she trusted me to use her 

interview with discretion, she continued, and I sat, listening to the "real voice." 

And so, the time came to consider my final study. There was no doubt that 

interviewing would be my choice. A note making a rather graphic impression is 

from Scheurich (1995, p. 241) who says, "All the juice of the lived experience has 

been squeezed out" of conventional, positivist interviewing which underestimates the 

depth of these human conversational encounters by setting the interviewer up as the 

god-in-charge of the entire process. I knew I wanted "juice." I knew I did not wish 

to dominate. But now, nervousness set in. There would be a real agenda. There 

would be a real reason. There would be a real goal. Would the experiences still be 

fun? Not until now had I associated my past muddles with oral history or story-

gathering or ethnography. It had been merely the satisfaction of a personal quest. 

Could I do this again in the same way? Would the spontaneity continue? 

The general question formed quickly: Remembrance Day. For the past twelve 

years it has been my responsibility to coordinate the Remembrance Day program and 

the visual displays in my school. Nine years ago, I began a small research project 

that involved tracing, documenting, and displaying history and photographs of 

veterans within the families of our student body. Our Wall has grown to over 240 

photos and it creates much interest among the students. A beneficial addition, 

however, would be the inclusion, in booklet form, of the stories of these veterans 

and their wives or husbands, to be derived through interviewing, to gain an insight 

and a sense of worth from the reflection of their experiences and behaviors. A 
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chance remark made by a veteran two years ago, as he departed from our school 

program, hastened my resolve to "do something." "Thanks for a real nice morning.," 

he said. "What is going on here is just great. I'll keep coming til I'm dead in my 

tracks." A few months later, Joe passed away. Because these men and women are 

becoming older, we lose one or two each year and it is becoming more and more 

important to retain their thoughts on this portion of their lives, to "rescue the events 

that would otherwise be lost" (Weiss, 1994, p. 2). 

As part of our Remembrance Day program at the school, our veterans who live 

nearby are invited to participate in the ceremony. They are presented, with their 

grandchildren (or nieces or nephews), to the assembled student body and guests. 

While it is a very moving experience for all of us, I feel doubly saddened that, each 

year, we are missing someone. How I have wished to have had the opportunity to 

listen to their stories and preserve a part of history for the children. Although our 

emphasis, each November, is to express our gratitude to the veterans for the peace 

we enjoy in our country, there is something missing. I have sensed that the veterans 

are trying to convey a part of their past to their grandchildren as they exhibit a 

protective aura that surrounds the children. It is as if they see, in the youth, the 

reason for their journey into the nightmare of war. 

As a teacher, I have found great satisfaction in the use of oral histories. 

Always well received by the students because the stories are "real," there is also 

something intangible about the respect shown to grandparents. Due to the changing 

nature of the students in today's classroom, any strategy that produces positive 
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learning is one on which to be capitalized. If my students are more attentive, more 

introspective, and more willing to acknowledge the lessons and morals found in the 

narratives of their elders, I consider this to be an ace in the hand of a teacher who is 

constantly searching for new avenues of teaching strategies. There is a certain pride 

in "what my grandma did" or "what happened to my grandpa." Because it is often 

difficult for elementary children to comprehend "history," those narratives of the 

experiences within their own families are a perfect example of meaningful history. 

When Carter (1993, p. 7) writes, "Story is the stuff of teaching," I am convinced that 

we, as teachers, must tap into the vast reserves of untouched oral history before the 

chance is lost. 

For educators within our province, we have been blessed with a curriculum 

that encourages resource-based learning; however, caught up in the technological 

environment of our culture, we often lose sight of the value of oral histories as 

resources. Essential to our teaching is the human element and the meaning we 

derive from our changing lives. For me, in my quest to examine the narratives of our 

veterans, a most important aspect of my research will be to understand how I, or any 

teacher, interpret important cultural and historical stories to students and why it is an 

essential part of our curriculum. Because children often glorify war and conflict, I 

see my role in this gathering of veterans' stories as a link with my concerns in 

developing a peace education program to be used in conjunction with Remembrance 

Day and continued throughout the year. It is not the blood and gore that we should 

remember. If young children are to be exposed to these images, a teacher must be 
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prepared to discuss the politics of wars, the patriotism of armies, the value of 

negotiation, peace activism, and the transference of these issues to everyday 

life. 

The magnitude of war is incomprehensible to students in this country. My goal 

is to impart an understanding of what peace really means and our responsibilities in 

maintaining that peace. For the veterans, thoughts may be very clear in this regard, 

for they have seen the brutality and the senselessness and devastation of conflict. I 

need them to tell me how to portray this to children. Why should children be 

exposed to veterans' stories? How do I translate these stories and ensure that the 

children see through the guns and tanks and explosions to the understanding of how 

to stop such carnage? What do the veterans see as valuable in making young people 

want to prevent wars? What is my role as I interpret and re-tell, pedagogically, the 

lessons we have learned? How do I make the lives of veterans a meaningful part of 

the curriculum and use their stories to develop a peace education program for my 

students that deals not only with experiences on a battlefield of war but also on the 

battlefields of the, peace-time homefront? What do the veterans see as important in 

their past choices and their experiences? How do I use their answers in helping 

children understand moral issues? 

The veterans have locked away the memories of battle in the recesses of 

yesteryear. When we look beneath the surface of the pain of loss and 

disillusionment, there are stories for teachers to value and there is wisdom for 

teachers to gain. I want to hear, from the veterans, what is important for peace 
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education, and I want to hear, from them, what I should do as a teacher to preserve 

what they have learned. 

Because I have been involved for many years in the collection of stories from 

my own aging relatives, I have developed a certain fulfilment, as a parent, in what I 

will leave to my children. That personal commitment has now become professional. 

The hands-on studies of the community in which our students live offer the 

opportunity to gain an enriched knowledge of the children's lives that can bring them 

closer to their heritage as they develop an appreciation for their families' histories. 

Community interaction with the school strengthens the partnership between the two. 

Cooperation fosters a mutual respect among teachers, students, parents, 

grandparents, and the business community as a link is forged between formal and 

informal education. The continuity of building connections between the past, 

present, and future reinforces caring relationships that add support to our roles as 

educators (Godotti, 1996; Morgan, 1991; Noddings, 1991; Tratchenberg, 1995), a 

thought shared by Mr. T., a war veteran of aboriginal heritage: 

Right now, I have my own headdress. There was an old chief in the park here 
who owned it and he wanted to give it to someone who would respect it and 
use it properly. So he gave it to me. It's a real honor to have it. I have the 
peace pipe and his moccasins, too. I have a real interest in Indian things. At 
Christmas, I get "Indian" gifts for my children. My kids were back with me to 
the reservation once and they were fascinated to see how they live now. I 
think a lot of native people underestimate themselves. That's why it's 
important for the elders to tell stories to the kids. We're put here on earth for 
a certain time in life and it's part of our duty to share with the younger 
generation. 

14 

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission. 

education, and I want to hear, from them, what I should do as a teacher to preserve 

what they have learned.

Because I have been involved for many years in the collection o f stories from 

my own aging relatives, I have developed a certain fulfilment, as a parent, in what I 

will leave to my children. That personal commitment has now become professional. 

The hands-on studies of the community in which our students live offer the 

opportunity to gain an enriched knowledge of the children’s lives that can bring them 

closer to their heritage as they develop an appreciation for their families’ histories. 

Community interaction with the school strengthens the partnership between the two. 

Cooperation fosters a mutual respect among teachers, students, parents, 

grandparents, and the business community as a link is forged between formal and 

informal education. The continuity of building connections between the past, 

present, and future reinforces caring relationships that add support to our roles as 

educators (Godotti, 1996; Morgan, 1991; Noddings, 1991; Tratchenberg, 1995), a 

thought shared by Mr. T., a war veteran of aboriginal heritage:

Right now, I have my own headdress. There was an old chief in the park here 
who owned it and he wanted to give it to someone who would respect it and 
use it properly. So he gave it to me. It’s a real honor to have it. I have the 
peace pipe and his moccasins, too. I have a real interest in Indian things. At 
Christmas, I get “Indian” gifts for my children. My kids were back with me to 
the reservation once and they were fascinated to see how they live now. I 
think a lot of native people underestimate themselves. That’s why it’s 
important for the elders to tell stories to the kids. We’re put here on earth for 
a certain time in life and it’s part of our duty to share with the younger 
generation.

14

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



2. BOUNDARIES: THE METHODOLOGY 

Much of the work in oral history and oral traditions is motivated in part by a 
need to rescue from invisibility, vast numbers of people. 

(D. Conquergood, cited by Stucky, 1995, p. 12) 
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Life History Research Approach. 

We reach back to the past in afrankly subjective way through reactions, 
impressions and moods. In so doing we are getting a glimpse of history not 
made, but being made. (Imbert Orchard, cited by Reimer, 1984, p. 4) 

Sparked by the work of Allan Nevins (Nevins, 1984) fifty years ago, the oral 

history movement has gained momentum as a complement for the enrichment of 

traditional historical research. Although used by three generations of professionals, 

it remains a young and fresh pursuit, the purpose of which is to establish meaningful 

connections between individuals and historical events experienced by ordinary 

citizens. Through the use of planned, recorded interviews, personal illuminations 

may be derived for entire eras of the past. Stucky (1991) says, "To fully understand 

others is to know something of how these individuals perform themselves in the 

world, to know not only the facts of their lives, but the feelings as well" (p. 1). 

Studying these invisible unknowns, grass-roots history is brought into and out of the 

community, fostering a more complete knowledge of past events as this storehouse 

of personal memories produces understanding between generations, an 

understanding that is lost at death (Allen & Montell, 1981; Dunaway & Baum, 1984; 

Nelms, 1992; Steinberg, 1993; Stucky, 1995). Nevins (1984, p. 28) remarks, 

"...from the grave no letters are sent out to the most anxious inquiries into old 

history." 

The union of formal history, which offers fact-based "what happened" 

interpretations, and oral history, which provides a sense of personalized "how I feel 
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about it" participation, can supplement written records and complement documents 

as well as provide information that otherwise does not exist (Allen & Montell, 

1981). Perspectives on the human side of history incorporated within the 

retrospective context of history, add to the clarity of change over generations 

linking the character of past society with the present pluralistic society, leading to a 

care and discovery about identities and thought today, often resulting in new 

directions for future research. Oral history interviews offer opportunity for 

political, social, and professional discourse (Hirshfield, 1991; Nelms, 1992). Given 

today's frantic lifestyles and runaway technological development, participants in 

such communication offer young people a view into a world that no longer exists. In 

addition, as Kazemak (1985) points out, narratives produce an appreciation and 

awareness of the "struggle and pain upon which our relatively affluent society is 

built" (p. 211) while often providing a therapeutic value for the story teller in that 

past experiences may surface "the resurgence of unresolved conflicts which can now 

be surveyed and reintegrated" (p. 211) within the family's belief systems and 

heritage, points demonstrated so well by the story of a friend of mine: 

I had this rooster...did you see him? I called him Shuster. He'd come to the 
patio door every morning and wait for his bread crumbs. There would be this 
big cock-a-doodle-doo and there he'd be, waiting. He was so cute. Well, the 
odd time he wouldn't be there and I'd go out calling, "Shuster, you old guy, 
where the heck are you?" Then I'd hear this faint little voice talking to me, 
"Cock-a-doodle-doo." I'd think, "That guy is down by the horses again." So 
I'd holler out, "Shuster, you dumb rooster, get back up here. The coyotes are 
going to get you!" He'd see me and just come boogeying up that hill for his 
bread crumbs. What a guy. 
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I said to Howard one day, "You know, that rooster is wandering down there 
because he's lonely and he needs some female companionship." We went over 
to the neighbor and asked him about some hens. Sure enough, he said he'd 
give us a couple. I took them home and was all excited. I started calling, 
"Shuster, Shuster, come and see what we've got for you!" I dumped the hens 
out of the box and went looking around the yard for Shuster. Here I am, 
yelling for this rooster and he isn't coming. So, I went and checked the barn 
and called, "Shuster, hey, come and look at the surprise!" I was thinking, 
"Now, where the heck is that darn rooster now? I'll bet he's down with the 
horses again." I went down there and...oh, gee, there was this pile of feathers 
on the ground. He was dead. The coyotes got him. 

You know, he was such a special little rooster. He was so much fun, coming 
to the door for his bread crumbs like that. Look at me...crying over a dumb 
rooster, for heaven's sake. ...But, that's another thing I was taught when I was 
growing up, to respect and enjoy your surroundings, like animals and nature. 
If I'm troubled I can go out and sit watching my cows for hours and hours. I 
feel so peaceful and I can just feel the stress leaving my body. But, I miss that 
darn little rooster...just a little pile of feathers...that's all there was. (Marquita, 
1997). 

As long as forty years ago, Nevins deplored the technological advancements 

that usurped the time for written remembrances such as the diaries and journals and 

letters of yesteryear (Allan & Montell, 1981). Many past happenings are simply 

forgotten and will remain so unless the oral history movement continues to flourish. 

Without access to oral history's humanity, emotion, and scepticism, 

...historians in modern mass-literate, industrial societies...will languish in a pool 
of understanding circumscribed by their own culture, like abandoned lovers 
standing in a flickering circle of light under a single lamp-post in a dark and 
wind-swept street. (Prins, 1991, p. 137) 

The Interview. 

What memories that man carries to the grave with him! (Allan Nevins, cited 
by Dunaway & Baum, 1984, dedication) 
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Ornstein (1995) argues that quantitative research is too sterile, controlling, and 

jargon filled, examining slices of educational practices rather than the whole picture. 

Qualitative research is seen in broader terms, looking from the "inside." Data 

collected using conversations, interviews, and case studies of a few subjects often 

produces writing that is a collaboration between the researcher and the subject. This 

research relies on stories, biographies, and autobiographies, conversations with 

experts, reflection, and interviews. 

Throughout recorded human history, stories have been a "way of knowing" 

(Ornstein, 1995, p. 1) and a process of cooperative inquiry that derives, through 

language, meaning and a new insight and a sense of worth from a reflection on 

people's experiences and behaviors. The qualitative research interview is used in 

oral history to gather descriptions of the life histories of participants with respect to 

interpreting meaning of the described phenomena (Kvale, 1992). Oral historians are 

able to think like producers of knowledge (Thompson, 1984) in their quest and 

capture of particular evidence. 

In recent literature we read of van Manen's (1990) views about the purposes 

of the interview. He describes the study of culture (ethnography), the study of 

individual's perceptions of interactions in certain experiences (psychological 

perception), the study of people's feelings about particular issues (social opinion), 

and the conversational interview (hermeneutic phenomenological accounts) that 

includes personal life histories. Because dialogue encourages a reflective attitude 

from the participant, there is a richer understanding of the lived experience. It is of 
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utmost importance that interviews be conducted with great respect for human 

dignity and well within the comfort of the narrator (Ritchie, Shulman, Kirkendall, & 

Birdwhistell, 1991). Weber (1986) writes of the element of trust and hope 

between researcher and narrator, in hopes that the research will be of value and hope 

that the interviewer will not misinterpret the intentions of the story. 

"...in the very invitation there is a sense of trust and a confirmation of the participant 

as a human being of importance" (Weber, 1986, p. 67) but being interviewed is "like 

taking your clothes off in public" (p. 66), as we see in this story of Bobby's 

childhood mischief, told to me in 1970: 

Did you ever hear of Epicauana? That was miserable stuff. It made you throw 
up. It was an oil and it was Mother's last resort. If you were caught eating 
something you were told to leave alone, and you lied about it...boy...you were 
given the Epicac and the evidence would be right there. I remember once there 
was a big bowl of gooseberries that disappeared. Dad was the culprit but the 
four of us got the Epicac. God, we threw up our toes. I was the first guy. All 
I had was spit. All down the line we went. Dad wouldn't take any. He 
pleaded the Fifth Amendment. Mom never did find those gooseberries. 

Qualitative interviews can invite storytelling, the recounting of a string of 

events, having basic elements that include time, sequence, and continuity of subject 

matter. Stories refer to events that have already occurred; they have an impact or 

explicit observer or witness who recounts the events. A story has a specific shape 

and a subject matter which encourages the projection of human values. There is 

personification and a patterning of events around a theme or figure of significance. 

Stories become a way of capturing the complexity, specificity, and 

interconnectedness of the phenomena with which we deal (McCracken, 1988; 
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Seidman, 1971). 

The story as a mode of knowing involves an attempt to capture the richness 

and nuances of the multiplicity of meaning in human affairs. The stories we live by 

are built from the information provided by experience and from the inventory of 

stories supplied by our culture. Stories are especially useful devices for dealing with 

situation, conflict, obstacle, motive, and causality--allowing us to impose order and 

coherence. 

Narrative is the primary way through which humans organize their experiences 

into temporarily meaningful episodes (Richardson, 1995). Narrative meaning is 

created by noting the connections between events and the causality of events. 

Connelly and Clandinin (1995) discuss three desires: the desire to tell stories, the 

desire for relationship, and the desire to reflect. The argument for the use of 

narrative is based on the premise that humans are storytelling creatures who lead 

storied lives and tell stories of those lives. We begin to know our own stories better 

by hearing others' stories in which we hear echoes or in which we see new shades of 

meaning, causing us to change practices or to value the knowing. There are multiple 

possible beginnings to a narrative depending on the secular, personal, or institutional 

frame placed around the story. There are common marks such as the search for 

"voice" in the voice of the participants, the voice of place, the voice not heard by 

outer audiences, and the voice of theory (Brown & Gilligan, 1991; Seidman, 1971; 

Randall, 1985). As the narrator told the following story, there was indeed another 

voice, the voice of care, of love, and of deep loss: 
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We had six children and sixteen grandchildren. The first wedding of a 
grandchild is coming up. I wish Joe could see that. He worshiped his kids. 
He always said he'd like to have his sons and sons-in-law carry his casket at his 
funeral. They did. All six of them. It was so hard for them. When they 
played the Last Post, I didn't think I could take it. The girls didn't want me to 
have that but I said, "No, it must be done. Your father was proud of those 
years in the Army and he volunteered to die for this country. He deserves the 
ceremony." The Legion had a wonderful color guard. I don't know where all 
the people came from at the funeral. Everyone liked Joe. If I hadn't loved him 
so much and if we hadn't been so happy together, maybe I wouldn't miss him 
so much. You know, he was never a demonstrative man. He was not given 
to hugging and kissing but you knew he loved you by his actions. On our 45th 
anniversary, he took my hand and looked at me. "I have never wanted anyone 
else but you," he said. Well, I was just so overcome. (Mrs. H.) 

The narrative process pertaining to my study is oral history. Randall (1985) 

stresses that careful preparation is needed to obtain a quality product. Questions are 

formulated after the preparation is completed and should start simply, allowing the 

participant to "remember." Better responses may be the result of a clear reason for 

gathering the information. Oral history has a flexible format so the interviewer has 

leeway in choosing technique. This interviewing allows us to hear about places and 

settings in which others have lived as well as their perceptions and interpretations of 

how events affected them personally. We are given a picture of what actually 

happened in past events or in areas closed to us (Weiss, 1994). The eventual written 

story helps to perpetuate cultural strength and understanding. 

For the purpose of my research, the primary function was to focus on the 

veterans' narratives as telling an important moral story. The glorification of war is 

long gone; two more generations have been produced since the end of the last world 

war. Retelling the stories fifty years later provides the historical context necessary to 
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create meaning that links the lessons of yesterday with the practices of life today. As 

Seidman (1991) suggests, the goal of the process is to understand how the 

participants create worthwhile meaning of their lives. Listen as we hear of past 

follies recognized: 

We met in 1943 at a dance. In Portsmouth there were lots of dances, big 
formal affairs, you know, with long gowns. I was actually at the dance with 
another boy who wanted to marry me and take me to Edmonton. Oh, I was 
such a flirt! I think I only went out with this other boy because he brought me 
chocolates and nylons. Those nylons were wonderful. We couldn't get them 
over there. But I got a little fed up with him. I was supposed to be going out 
with Hank one night when Joe got back from a course he'd been on. Once I'd 
met Joe, that was it. I just took Hank over and introduced him to my grandma, 
and anybody who ever came into that house, well, she got out the crib board 
and had him flat. He ended up playing crib with my grandma all night and I 
never saw him again. And I didn't get any more nylons or chocolates. But I 
got Joe. (Mrs. H.) 
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3. ODYSSEY: THE ETHIC OF CARE 

My intention is to tell 
of bodies changed 
to different forms... 

The heaven and all below them, 
Earth and her creatures, 
All change, 
And we, part of creation, 
Also must suffer change. 

(Ovid, cited by Kegan, 1982, preface) 
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Evacuating a sick man on a wheeled stretcher through Lovain, 
Belgium, May, 1940. (Collection of E. Mealing, 1997) 
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The Changing World of Postmodernism. 

The whole world needs restructuring...people...have to find their bearings, to 
understand the problems besetting mankind, to realize how they should live in 
the future. (Mikhail Gorbachev, 1987, p. 254) 

During the last fifty years there has been a major change in the framework of 

our society as the shift from the homogeneity and predictability of modernity to the 

irregularity of postmodernity has permeated every social mode of life. School 

communities have undergone massive transformations in response to the 

overwhelming issues children face as they are affected by poverty, violence, apathy, 

racism, drug abuse, suicide, the AIDS epidemic, and dysfunctional families. While 

technological advances race at unprecedented levels, the very basis of our humanity, 

the simple act of caring for ourselves and others, is in desperate need of repair 

(Elkind, 1995; Wall, 1996). 

As modernity once arose to gradually absorb outdated forms of government, 

religion, science, art, and education, reactions to modernism simmered on the 

backbumer, waiting to attack the problems of slavery, colonialism, imperialism, 

fascism, sexism, and racism. The modern nuclear family was changed forever 

(Elkind, 1996). The inhumane end to World War II that unleashed the atomic 

bombs on Hiroshima and Nagasaki also ushered in the beginnings of the nuclear age 

and, as is the case with most transformative events, the implications were not fully 

understood for decades. Half a century later, adults, children, and educators are 

dealing with the fallout. According to Lennart Vriens (1996), we now face 
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fundamental changes of our view of the world, the power of humankind to 
destroy itself totally, the beginning of a "security system" based on the threat 
of a total annihilation of mankind, and the beginning of a fundamental basic 
insecurity about human existence and all life on earth. (p. 347) 

As Vriens continues, he elaborates on our loss of the real and natural world. In 

the battlefields of poverty and violence, gone is the perception of childhood as a 

magical time that children should be able to look back upon with great pleasure. 

The romantic love of one-mate-for-life and the maternal love of mom-stays-home 

while dad-goes-to-work provided the illusion of security and nurturing for the 

modern nuclear family. The value of togetherness of the family unit produced 

children who were seen as innocent and in need of parental guidance, limit-setting, 

and protection. The modern child viewed "family shows" on television and read 

comforting stories of animals and children. The sentiments, morals, and values of 

this modern family have given way to the reality of marital problems, promiscuity, 

absent parents, children who are viewed as mistakenly able to care for themselves, 

and adolescents who are mistakenly seen as sophisticated equals to parents in 

decision-making. The children of these permeable families watch murder and 

mayhem on television and, if they read at all, pursue blood and gore. The family of 

the 1990s is but a pit stop in the daily whirl of activities where egoism reigns 

supreme (Elkind, 1996). 

Schools, performing the function of "in loco parentis," often treat individuals 

out of context with their expanding environment. Are we, as educators and pseudo 

parents, creating a sense of displacement in young people? Does over-emphasis on 
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"self' leave room for concern about our fellow people? Is equality and acceptance a 

myth? Are we able to embrace the notion of learning to care for others and accept 

their differences? We are faced with a contemporary crisis and a breakdown of 

community, for we have lost something in the areas of human relations, compassion, 

and communication (Aronowitz & Giroux, 1991; Elkind, 1996; Oyle, 1979; 

Trotzer, 1989). As teachers, we relate all too well to the words of Nel Noddings 

(1984, p. 46): "The strain on one who cares can be great." Each year, we see more 

and more violation of childhood: 

It was Anti-Racism week and the class had been discussing the many facets of 
intolerance, unkindness, dislike, and uncooperativeness. The students were 
busy writing their thoughts about how they might feel if they were the object of 
abuse or discrimination. Because the conviction of a hockey coach, for sexual 
abuse, was prime-time news, the students had raised the issue for general 
discussion. I began to wonder what comments might be expressed in their 
writing. 

A very quiet girl, new to our school, held my glance for a moment as she 
handed in her paper. When I read the words she had written, my heart wept as 
I tried to comprehend her life at home. She wrote, "I hate when my dad gets 
drunk. He yells at me and my mom and dad fight. He walks funny and he is 
sick. He has to lay down. Once when we lived in town he got drinking and he 
went with a young girl and my mom was mad and the police came and I know 
it was sexual abuse. My mom took us to live on a farm but my dad followed 
us. He came mostly at night. And one time he was hiding behind a chair and I 
was scared. He killed himself in the garage. My mom says Janie and Josh 
might be my stepsister and stepbrother but I hate Josh. Janie is not too bad. I 
don't like drinking and driving." (Sonja, 1997, grade four classroom) 
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The Need For Care. 

If I can ease one life the aching, 
or cool one pain, 
or help one fainting robin 
unto his nest again, 
I shall not live in pain. 
(Emily Dickinson, cited by Canfield et al., 1996, p. 9) 

Neil Postman (1995) describes his "Spaceship Earth" in which we are all 

stewards and caretakers of the earth, evoking interdependent cooperation. If any 

part of the spaceship is poisoned through racism, oppression, pollution, or hunger, 

we all suffer. In a world where there are more choices and options than ever before, 

we require a higher level of personal autonomy, a responsibility for our choices, 

values, and actions, and a greater need for self-trust--and a more urgent need for 

self-esteem. Self-esteem is the disposition to experience oneself as competent to 

cope with the challenges of life and as deserving of happiness. As a reaction to the 

self-centeredness of the free market or in response to the increased violence of the 

streets, more adults charged with education are struggling to find ways to enable 

young people to care more fully about themselves and about others. They need to 

know how to care for others. Sharing is not something they do automatically. 

Children learn to share by what they have seen and experienced. 

Everywhere we hear the complaint, "Nobody cares!" The image of a caring 

society includes families, communities, strangers, churches, schools, businesses, and 

public policies, but how does this caring happen? As human beings we want to care 

and to be cared for. Caring is important in itself. Paulo Freire (1970) devoted his 
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life to the advancement of the fortunes of the impoverished people of Brazil, saying 

that every human being, no matter how "ignorant" or "silent," is capable of looking 

critically at the world but that he may need to be shown the proper tools to perceive 

personal and social reality. Al Condeluci (1995) speaks of disempowered 

people-- the vulnerable and the dependent who lack power due to poverty, 

inadequate skills, cultural differences, or physical differences. These people, he says, 

are devalued in such a way that the system sees very little worth in what they can 

contribute. One only cares for something or someone if one has a regard for or 

inclination toward that something or someone. To be touched, to have aroused in 

one something that will disturb the ethical reality, one must see the other's reality as 

a possibility of one's own. Without nurturing and caring, individual human beings 

cannot thrive, and violence leads to the breakdown of democracy (Lasley, 1994; 

Noddings, 1984; Postman, 1995; Schervish, Hodgkinson, & Gates, 1995; Wade, 

1996; Walz & Bleuer, 1992). 

Throughout my years of teaching, there is one student who will forever sit in 

my mind. I wonder where she is, for no one was ever in more need of care: 

Shelley arrived in my grade four class at the age of twelve. Now residing in 
her thirteenth foster home, she was the victim of every imaginable form of child 
abuse, including the horror of witnessing the murder of her baby brother. 
Shelley was a great challenge to my abilities as a teacher. During her two 
years in our school, she was with me, and we eventually formed a somewhat 
cautious relationship. Despite my attempts to win her trust, she was the only 
student I have ever been afraid of. There was a side of her that told me quite 
plainly she would physically harm me if she could. (Sonja, 1998). 
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The Ethic of Care Defined. 

"Come to the edge," he said 
"No, we are afraid" they replied. 
"Come. Come to the edge," he said 

So they did 
He pushed them. 
And they flew. 
(Rita Priestly, 1995) 

The satisfaction of experiencing the self-knowledge and self-development 

gained through meaningful work is discussed by David Norton (1991) as he writes 

of the gratification of "living in harmony with oneself' (p. 86), the classical Greek 

philosophy that comes to us via Aristotle who spoke of the moral individualism 

developed while "pursuing the truth in words and deeds" (cited by Norton, 1991, 

p. 86) of a worthy life. Norton notes ethics of character that build moral vitures and 

ethics of rules that establish principles and integrity, all of which becomes more 

meaningful in the light of what our society has become and, as well, in answer to the 

ever-increasing complaint that "Nobody cares!" 

Nel Noddings (1992) says there is a great need to examine the implications of 

"a good life" and that we, as educators, have a public responsibility in the 

development of healthy, competent, happy, and worthy children. She is adamant 

that the pursuit of academic excellence cannot be met without first ensuring care and 

continuity for young people. What, then, is "care?" Does it mean doing good? 

Does it mean doing right? Doing what is "good" would appear to be a matter of 

fulfilment and satisfaction while doing what is "right" would be a question of morals 
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and conscience. 

The Funk and Wagnalls Dictionary (1965, p. 201) defines the word "care" as, 

"to have or show regard, interest or concern as respecting some person, thing, or 

event." The term "care" derives from the Latin "caritas," translated as "love" or 

"charity," love possibly being viewed as ambiguous while charity might signify guilt 

or paternalism. "Caritas" may be embodied within caring--"a love focused on 

meeting the true needs of others" (Schervish, Hodgkinson, & Gates, 1995, p. 5). 

Reading Freire enlightens one with the great moral courage and leadership of the 

oppressed of the world as they face social justice (Kraft, 1992). According to 

Schervish, this would qualify as "true caring." 

Martin Heidegger (1962) described care as the "very being of human 

life" (cited by Noddings, 1992, p. 15). Milton Mayeroff (1971) described caring as 

helping another person grow and actualize himself. Nel Noddings (1992) stresses 

the inter-relationships between the "carer" and the "recipient of care." This follows 

quite naturally the idea that basic human need is the desire to be cared for and to be 

seen as a worthwhile individual. While Noddings does not view caring as an ethic of 

virtue, she does allow for the care-giver to develop virtue in the capacity of caring. 

She also refutes Lawrence Kohlberg's scale of moral judgment and reasoning as 

being "ambiguous and unstable" (Noddings, 1984, p. 5) in his ignorance of 

character, motivation, or emotions. She then details her thoughts on four 

components of the ethic of caring: modeling, dialogue, practice, and confirmation 

(1992). Were we to follow Kohlberg's (1981) hierarchical levels of development, 
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we would become entrenched in rigidity, a characteristic not easy to employ with the 

changing nature of today's students. Noddings claims that our personal moral 

orientation leads us to demonstrate our caring in relations with cared-fors (1992). 

She goes on to mention the similarity of Freire's open-ended dialogue with her view 

of interpersonal sharing and the cooperative development of ideas. The experience 

of gaining the skills necessary for caregiving adds to this development of moral life 

as does the confirmation of achieving, without preset expectations, acceptable 

personal goals (Noddings, 1992). Noddings sees ethics and moral education 

intertwined with the love and caring shown in the relationship of carer and care-giver 

(1992) and she suggests that caring is the "very bedrock of all successful education" 

(1992, p. 27) and that the "nurturance of the ethical ideal is primary" (1984, p. 6). 

Natural caring can be perceived as a condition that is "good" and a condition 

towards which we strive, and it is our longing to be in the special relation of caring 

that motivates us toward the ethical ideal of morality. Emphasis must be placed on 

the strength of this ideal because, as Noddings (1984) explains, there are no guiding 

principles. She raises the issue that, while attempting to "do something," educators 

see the other's reality as a possibility for their own and, in doing some act to 

eliminate the pain, focusing on those in need of care rather than themselves. It is 

important to note, when reading the works of Noddings that her idea of caring 

involves less stress on morality based on individualism. Noddings advocates a move 

away from the self where the focus is placed on the cared-for as the carer attends to 

those in need. There can be a tendency to drift from the personal I must do 
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something to the self-righteous something must be done, abandoning the cared-for, 

as the center of attention becomes the "problem." In order to eliminate the mere 

illusion of caring, there must be a response from the cared-for that caring has been 

received (Noddings, 1989). Guiding our behavior and retaining our ability to "see" 

and "to feel" is our set of morals and ideals as well as our ethic of human love and 

human caring where choice and commitment are emphasized as we live together, 

create, and maintain positive relations (Noddings, 1984). 

While Noddings first achieved recognition for her attempts to persuade us that 

caring is morally significant as we learn to feel for others and thus develop the 

virtues of concern and empathy (Mecca, 1996), it is interesting to note that others 

are drawing the same conclusions to support the notion of maintaining and 

enhancing caring in education. Chaskin and Rauner (cited by Wade, 1996) contend 

that caring involves a mutual connection based on relationships and action. Years 

earlier, Carol Gilligan (1982) described the morality of caring as a network of 

relationships focused upon the recognition of needs, relation, and response in the 

construction of a sense of responsibility to one another. Gilligan suggests that 

ethical caring is not completely selfless as it is a compelling responsive action to self 

as well as others. Finally, Marshall, Patterson, Rogers, and Steele (1996) define 

caring as a responsibility to others rather than a fidelity to rights or rules. 

During my years as a child and later into adulthood, there has always been the 

memory of a time when caring individuals came to the rescue of my own family: 
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It was winter when it happened. Two weeks before Christmas, in an unfamiliar 
town, in the dark of the evening, an inflating truck tire exploded, taking with it 
the side of my father's head. 

I was seven years old. My siblings were five, three, and one. Being new 
arrivals to the farming community, we knew few people. When I awoke in the 
morning, the neighboring farmwife was in the kitchen tending to my infant 
brother. "Where's my mommy?" I asked, not comprehending the presence of 
virtual strangers in my house. Erna, speaking very little English, explained, 
"Daddy had an accident and Mommy took him to the hospital." As I started 
to cry, I wanted to know what had happened. 

I went to school as usual and it seemed that everyone had a new version of the 
accident. Fueling my bewilderment, I learned that my daddy was dead, had 
fallen off a high building, had no head, and had disappeared into the night. I 
was scared witless. 

During the following week, car after car arrived in our yard, bringing food, 
Christmas delicacies, gifts, and clothing. My beloved Norwegian grandma 
appeared. I knew whatever had happened was very serious. Finally, mommy 
returned home and we heard the true story of our daddy's accident. The 
mountains of donations continued to pour in. Neighbors were seen at strange 
hours assisting with chores, for there was snow to clear, livestock to feed, 
barns to clean, and cows to milk. We were also left with no vehicle for no one 
was able to locate our truck. The RCMP came and went, formidable in their 
uniforms and large boots. 

As we were saying our prayers one evening, I asked my mother, "Is Daddy 
going to die?" I knew he had had brain surgery to remove crushed skull 
fragments. "I hope not," Mommy replied. The five of us huddled together on 
the bed and wept together for our daddy lying in a hospital 300 miles away. 

Seven days later, a car pulled into the yard and our Legion friend came to the 
door, laughing, "Come and see my surprise!" Four little kids hurried to the 
window and watched as our daddy was being helped from the car. He was 
wearing a funny little white sock on his head and he walked so very slowly that 
I had goose bumps and shivers wondering if we could touch him. But, HE 
WAS HOME! And, after he was sitting safely in the kitchen, he ever so 
carefully pulled from his pocket a package of gum for us to share. 

Although I was but seven, I was aware that a miracle had taken place, a 
miracle of healing, a miracle of friendships, a miracle of kindness, and a miracle 
of caring. The man with the crushed skull would have died if not for the 

36 

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission. 

It was winter when it happened. Two weeks before Christmas, in an unfamiliar 
town, in the dark of the evening, an inflating truck tire exploded, taking with it 
the side of my father’s head.

I was seven years old. My siblings were five, three, and one. Being new 
arrivals to the farming community, we knew few people. When I awoke in the 
morning, the neighboring farmwife was in the kitchen tending to my infant 
brother. “Where’s my mommy?” I asked, not comprehending the presence of 
virtual strangers in my house. Ema, speaking very little English, explained, 
“Daddy had an accident and Mommy took him to the hospital.” As I started 
to cry, I wanted to know what had happened.

I went to school as usual and it seemed that everyone had a new version of the 
accident. Fueling my bewilderment, I learned that my daddy was dead, had 
fallen off a high building, had no head, and had disappeared into the night. I 
was scared witless.

During the following week, car after car arrived in our yard, bringing food, 
Christmas delicacies, gifts, and clothing. My beloved Norwegian grandma 
appeared. I knew whatever had happened was very serious. Finally, mommy 
returned home and we heard the true story of our daddy’s accident. The 
mountains of donations continued to pour in. Neighbors were seen at strange 
hours assisting with chores, for there was snow to clear, livestock to feed, 
bams to clean, and cows to milk. We were also left with no vehicle for no one 
was able to locate our truck. The RCMP came and went, formidable in their 
uniforms and large boots.

As we were saying our prayers one evening, I asked my mother, “Is Daddy 
going to die?” I knew he had had brain surgery to remove crushed skull 
fragments. “I hope not,” Mommy replied. The five of us huddled together on 
the bed and wept together for our daddy lying in a hospital 300 miles away.

Seven days later, a car pulled into the yard and our Legion friend came to the 
door, laughing, “Come and see my surprise!” Four little kids hurried to the 
window and watched as our daddy was being helped from the car. He was 
wearing a funny little white sock on his head and he walked so very slowly that 
I had goose bumps and shivers wondering if we could touch him. But, HE 
WAS HOME! And, after he was sitting safely in the kitchen, he ever so 
carefully pulled from his pocket a package of gum for us to share.

Although I was but seven, I was aware that a miracle had taken place, a 
miracle of healing, a miracle of friendships, a miracle of kindness, and a miracle 
of caring. The man with the crushed skull would have died if not for the

36

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



sudden recognition and assistance of a neighbor as he noticed the "drunk" 
staggering across a street, hand to bloody head. The man who lost part of his 
brain would not have survived but for the instant benevolence of his Legion 
friend who rushed 300 miles to deliver a dying man to advanced medical 
assistance at a veterans' hospital. A young woman, virtually helpless by herself 
on a farm with four small children, would not have managed without the 
compassion of neighbors she barely knew. Four children would not have 
experienced Christmas that year without the generosity of strangers. Two 
young schoolkids may have suffered terribly if not for the kindness and 
understanding of a wonderful, caring teacher. 

I learned, that winter of long ago, what true caring means. I learned, too, what 
the "cared-for" require. And, through observing my father's complete 
recovery (minus some Math skills) and his life over the years, I have learned 
what it means to repay the gift of life by becoming a "carer." (Sonja, 1998) 

The Feminine Perspective. 

Come dance with me among the dancing stars, 
Centre to glittering centre, ray to ray. 
Infinite power, infinite love is ours. 
Infinite time in timelessness. Come and play. 
(Jean McNiff, 1993, p. 115) 

It is evident that the theoretical research on the ethics of care has been 

influenced by feminist theory that draws on the feminine perspective of the 

"relational approach to social and moral theorizing" (Noddings, 1989, p. 2) rather 

than individualism. In overcoming the many obstacles in their path, women are 

developing ways of knowing and valuing truth, knowledge, and authority as they 

claim power of self, voice, and mind (Belenky, Clinchy, Goldberger, & Tarule, 

1986). 

The relationship-oriented qualities of women suggest that men and women 

differ in their approach to caring and the sensitivity to the needs of others as well as 
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their views on moral life. Jane Martin uses the terms "productive" and 

"reproductive" to describe the respective masculine and feminine contributions to the 

processes of society (Martin, 1987). As long ago as 1902, Jane Addams claimed 

that "social progress depended on the unique moral insights of women" (cited by 

Bebeau & Brabeck, 1987, p. 190). Many years later, we hear women speak of "not 

being heard." Society's construction of the differences in the masculine and feminine 

genders have resulted in the necessity for women to form female networks and 

organizations with each other in order to "speak out," to enhance their sense of 

identity, and to assist them in overcoming the oppression in which their differences 

have been viewed as inferiorities (Delworth & Seeman, 1984). Belenky, Clinchy, 

Goldberger, and Tarule refer to this as "the roar which lies on the other side of 

silence when ordinary women find their voice and use it to gain control over their 

lives" (1986, p. 4). 

Noddings (1987) explores further differences between men and women when 

she writes, 

Women...are inclined to see war and violence as basic and irredeemable evils to 
be avoided; men...often see both as necessary evils in which they must engage 
to combat even greater evils. Male experience has thus been strongly 
influenced by the warrior code, and war becomes glorious if men behave with 
courage and loyalty.... Women have, however, been called to support the 
warrior code of honour, even though the code represents for them a call to 
evil. (P. 178) 

Noddings continues by saying that our current curriculum cannot be aimed at 

producing "good people" when we are producing a culture of violence (1987). Her 
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"law of kindness" (1987, p. 178) is no longer considered virtuous when it is removed 

from the home hearth to interfere with the warrior code. The gentle feminine virtues 

become a liability in public life. Writers like Nietzsche (1973, cited by Noddings, 

1987, p. 178, 179) refer to the "slave mentality" of women that seeks to destroy 

autocratic and manly institutions in society. 

With good reason women are coming to a new level of moral thought in 

which, after generations of putting their own needs last, their caring persona must 

first include self-care encompassing individual completeness and inner truth (Norton, 

1991). To combat the centuries of male dominated voice and experience, there is 

now emerging a new voice of women concerned with the responsibility for the ethic 

of care (Gilligan, 1977). 

Due to the early child-care of female experience, girls are conditioned to be the 

carers of society, more flexible in their responses to others' needs, while men are 

concerned with rights-related issues like equality, social justice, and rules. Gilligan's 

research on moral reasoning has shown us the power of the woman's voice as she 

describes the melding of morality with responsibility and relationships in context 

with the ethic of care (Gilligan, 1977; Wuthnow, 1995). 

Our educational institutions, founded by men, for men, arid based on male 

values and theories, give scant attention to the feminine perspective. Ever mindful of 

the special capacities for the maternal attributes of family relationships involving 

love, kindness, compassion, tenderness, and constancy, the curriculum of our school 

system should consider the feminine mother model as well as the masculine warrior 
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model (Noddings, 1987). Through the development of self knowledge and critical 

thinking programs that promote and maintain the caring ethic, this possibility is 

feasible. The differences between men and women and their ethics and moral 

approaches are not intended, as Noddings specifies, "to divide men and women into 

opposing camps. They are meant...to show...the chasm...that divides us" (1984, 

p. 6). Belenky and her co-authors (1986, p. 48) qualify Noddings' statement when 

they add, 

Women typically approach adulthood with the understanding that the care and 
empowerment of others is central to their life's work. Through listening and 
responding, they draw out the voices and minds of those they help to raise up. 
In the process, they often come to hear, value, and strengthen their own voices 
and minds as well. 

To better the lives of both men and women and to develop more equity in self-

identity, we would do well to combine the strengths of both genders. A little of each 

would go a long way. Madeleine Grumet's "dark night of the soul" (1988, p. xi) for 

women need not exist if men and women cooperate in establishing a world for 

children that is rich and more accessible, where 

...curriculum begins with letting in some light....If the world we give our 
children is different from the one we envisioned for them, then we need to 
discover the moments when we, weary, distracted, and conflicted, gave in, let 
the curtain fall back across the window, and settled for a little less light. 
(Grumet, 1988, pp. xiv - xv) 

The feminine nurturing experience was never more evident than an evening a year 

ago: 
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Mark came to the girls for help. When the doorbell rang, I expected to find the 
usual bouncing teenaged girls. Instead, I was momentarily at a loss for words 
when I opened the door to find a sobbing, bleary-eyed boy asking to see my 
daughter. As she wandered to the door, I was equally surprised to see the 
sudden swirl of motherhood that galvanized this teenager of mine who, I am 
convinced, was born with snails. She swooped Mark away to the basement. 
Between the sniffling and plaintive conversation from Mark, there was a flurry 
of phone calls followed by the arrival of "the army." My daughter whispered 
to me in passing, "He just broke up with his girlfriend and he wants to kill 
himself. We're going to sit with him till he's okay." 

I was mortified. KILL HIMSELF? My mind raced. IN MY HOUSE? HOW? 
Where were his parents? Should I call the police? Oh, God, were there any 
knives or weapons lying around to give the kid any other ideas? 

As another girl raced in, she pulled me aside with, "His parents got divorced. 
He's really screwed up but we'll take care of him." 

And they did. All night long they gave him words of encouragement. They 
ate. They dried the tears. I finally went to bed knowing that Mark was in 
good hands. These 16 and 17 year old girls knew what to say and what to do. 
They, almost instinctively, slipped into the caring mode. Mark, with no 
nurturing male friend to turn to, had reached out to his female friends. When 
he left the house many hours later, my daughter phoned him at regular intervals 
during the day. The group of girls ensured that Mark was at school each 
morning of the following week. My phone rang at odd hours of the night. 
My-daughter-the-snail had undergone a metamorphosis as she leaped and 
rushed about, to the phone, to the door, to the waiting cars. I wondered, 
wistfully, if this new-found energy would find its way to the homework. 

I was proud of those girls and I felt guilty for questioning their ability to handle 
the situation. And, I had many unkind thoughts for parents who ignore the 
emotional needs of their teenagers during times of separation and divorce. 

Everyone needs to be cared for, and Mark was fortunate to reach out to these 
girls who mothered him through his darkest hours. It is now many months 
since that sad evening. Mark is unrecognizable from that helpless individual on 
my doorstep. He is earnestly working on his grade twelve grades with plans 
to enter university. Whenever I see him, I am reminded of a line from the 
Talmud, "Every blade of grass has its Angel that bends over it and whispers, 
`Grow, grow.' " Mark had more than one angel watching over him. (Sonja, 
1998) 
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Carina in Schools. 

One person alone cannot change the world, but all of us together, strong in 
the conviction and determination that peace begins in our hearts. will be able 

to create a peaceful and peace-loving society. (Pope John Paul II, cited in 
Lown & Chazov, 1986, p. 230) 

Given the levels of unprecedented violence among school children living in a 

society where materialism flourishes and bewildered children are bearing children, it 

may be obvious that they are in need of caring as well as learning how to care. This 

feeling of love and kindness for all others shows one is ready to help and serve 

others. Care-givers are tolerant and serve to protect or defend others; they 

recognize the worthiness in each for honor and care and kindness (Katz, 1993; 

Noddings, 1995). 

In a community structure that is split in two, wounds are being inflicted on 

those who care and those who do not. There is a search for the "straight path" of 

Richard Katz (1993), a path for all people, a common link between people. In being 

straight, one must strive to live and tell the truth, have love for all, and exhibit 

humility, respect, single-mindedness, and service to others. The straight path is an 

ideal way of being that unfolds as one travels it, a concept that has relevance to 

decision making and conflict resolution. The necessity for sharing in the survival of 

the human community is increasingly evident. Katz and St. Denis (1086) believe 

"the teacher as healer" is a guide to make things whole, fostering connections and 

collaboration between the individual, the school, and the community. "Probably the 

most caring avenue for enhancing caring in children is through their relationships 
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with others in the classroom and school" (Eisenberg, 1992, cited by Wade, 1996, p. 

19). 

Because the history of the development of morals and values is closely linked 

with social history, we are better able to understand the predicament educators face 

in today's schools. The conformity and tradition of the 1950s produced well-

organized and well-behaved students. The upheaval and social revolution of the 

1960s and 1970s, fueled by the Vietnam war issue, and the emergence of human 

rights causes, questioned existing roles and values and morals. Students were 

encouraged to develop and clarify their own values but, given the nature of the 

selfish society of the 1970s and 1980s, our schools face a loss of values clarification 

(Kirschenbaum, 1992). Noddings (1995) lists examples of the social changes 

affecting our present value system, changes in "work patterns, in residential stability, 

in styles of housing, in sexual habits, in dress, in manners, in language, in music, in 

entertainment, and...in family arrangements" (p. 365). We are now faced with 

asking ourselves what we really want for these children we are educating. Why must 

we be concerned with raising academic standards and dwelling on liberal arts when it 

is obvious society needs to focus on the care and competency of its children 

...to reduce violence, to respect honest work of every kind, to reward 
excellence at every level, to ensure a place for every child and emerging adult 
in the economic and social world, to produce people who can care competently 
for their own families and contribute effectively to their communities. 
(Noddings, 1995, p. 366) 

Howard Kirschenbaum (1992, p. 774) speaks on the "just say no" movement 
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of the 1990s presenting the opportunity for a back-to-the-basics return to "good" 

values and he explains his theory of joining both the traditional and the new 

approaches to value education by modeling values and stressing responsible decision 

making. Because caring suggests a need for relationship, commitment, participation, 

and continuity, the umbrella of caring involves the participation of the entire 

community. This promotion of caring reinforces the thoughts of John Dewey who 

wrote, ninety years ago (cited by Noddings, 1993), "What the best and wisest parent 

wants for his own child, that must the community want for all its children. Any 

other ideal for our schools is narrow and unlovely; acted upon, it destroys our 

democracy" (p. 15). The time is ripe for change in education and it is imperative not 

to create a new fad that will arise and vanish within the same decade. While schools 

are often seen as ineffective and unable to address the present day problems, they are 

also portrayed as the savior of our youth, for they are the one community institution 

that influences every child's life (Goodman, Sutton, & Harkavy, 1995). 

There is a great deal of theoretical work being carried out in the field of 

relational ethics; however, practical methods of caring are not yet a powerful entity 

in the education profession. One of the difficulties, according to Noddings (1989), is 

the devaluation of caring activities as "women's work and correspondingly devalued 

by a male-dominated society" (p. 15) who undervalue skills, attitudes, and capacities 

traditionally associated with women. This curriculum "submerged in silence" 

(Greene, 1988, p. xi) is becoming an issue in schools as the present academic 

accountability movement constrains the ethic of care and the nurturing relationship 
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between teacher and student. 

Having published many versions of her "ethic of care" and its association with 

the maternal mystique, Noddings (1992, p. 28) delves into a critique of what 

she refers to as "Academic Supreme"--not without reservations: 

Criticizing liberal education within academe is like criticizing motherhood in a 
maternity ward. Surrounded by the fruits and joys of dedicated labor, one is 
hesitant to say something is wrong with the enterprise. (p. 28) 

She believes that an over-emphasis of liberal education programs is narrow, 

lacks equity, and is politically misguided. Equal education does not mean identical 

education; equal education does not mean all children are teachable. Subject matter 

is not the answer for producing people who have understanding and respect for 

themselves, others, the environment, and the world in general. Noddings refers to 

our present situation as a "fixed race" with predictable winners and losers; she 

reiterates the necessity for change. The "great irony," says Martin (1987, p. 206) is 

that the 

liberally educated person...will have knowledge about others but will not 
have been taught to care about their welfare...or injustices...or desire to solve 
real problems in the real world...or to carry out moral conclusions. 

Another factor providing difficulty in the development of caring in schools is 

simply the devastating social conditions of the community and its young people. 

Most pervasive is poverty, followed by low self-esteem. The epidemic of behavior 

problems faced by teachers does not originate in the school building. Consideration, 

love, and kindness are not easy to instill in children hardened to the realities of life 
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where there are more and more unwanted children and disinterested parents. 

Eventually, the children in need will become someone else's problem. Robert 

Wutlmow's 1995 notes on American statistics tell a sad tale, one spreading rapidly 

toward our own country: 

In 1990, 31.7 million live in poverty...240,000 are homeless...AIDS is the 
leading cause of death among young people...nearly 400,000 teenagers receive 
abortions, per year...a million cases of sex-related diseases are reported 
annually...30,000 people commit suicide each year and 23,000 murders 
occur...2 million cases of child abuse are reported annually...4 million children 
are physically, mentally, or learning disabled. (p. 24) 

Teachers can relate to Wuthnow when he says the very lack of kindness itself is a 

social problem. 

This leads to the issue of the scope of the professional demands placed on 

teachers and the resulting impossibility for teachers to become true care-givers in the 

sense that every child will be treated as an individual. The carers become 

overwhelmed and overburdened by their responsibilities--to the point where they 

lose their emotional energy and require care themselves (Noddings, 1984). 

Unfortunately, there is rarely a school that envisions long-range goals for the 

cultivation of human caring and concern. If models of caring are to be instituted 

within our curricula, there must be opportunity for caring to occur--time for teachers 

to tend to the needs of children as well as their colleagues and time to recapture and 

develop the rituals, routines, and ceremonies we have lost over the years. Grumet 

(1996) writes of our lost ceremonies and the loss of valuing connections between 

people. Noddings (1984) sees teachers as perceiving themselves "the enemy, as 
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natural targets for resistance" (p. 181), and the resulting atmosphere damages the 

maintenance and importance of meaningful relationships in a collegial atmosphere in 

a school. Teachers who suffer "burnout," the inability to summon emotion and 

energy needed to continue teaching, often blame themselves for their failures and 

doubt their abilities, commitment, and original love of the profession (Noddings & 

Shore, 1984). There is even less chance for care to exist in the classroom when the 

teacher is in need of a care-giver. 

In addition to the difficulties in coping with behavior, and a diverse set of 

academic and physical problems of students, there is the challenge of relating to 

students with "attitudes" who have no intention of responding to caring efforts. 

Sympathy comes from Noddings (1992, p. 42) who states: 

It is not the demands of subjects and activities that overburden our schools but, 
rather, demands to solve the problems of a society unwilling to bear its burdens 
where they should properly be shouldered....The greatest burden of the 
schools, as a result, is trying to find some way to teach adequately intelligent 
students things that they do not want to learn. 

What we must also realize is that schools, as well as parents, must not be 

caught in the trap of searching for a perfect step-by-step method of parenting or 

teaching. As educators continue the quest for "quality" time, Noddings (1992) does 

not think it exists. Grumet (1988) is more critical when she says that demands for 

methods originate with those whose actions do not match their intentions. Is it 

feasible for care to exist in schools? As difficult as it may be, we must remember 

Epp's encouragement, "Surely there is room within the pedagogical realm for the 
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concept of care" (1995, p. 95). We need to carry those words in our pocket, for 

years like this: 

I knew my year was disintegrating and it was not yet October. There was only 
one reason: ROBERT. In June, I had lobbied diligently, with humor, among 
my colleagues to avoid GETTING ROBERT. I lost. Armoured with the 
largest bottle of Tylenol I could find, I set out to cope-with-Robert. 

Here was a boy who had been a major behavior problem since he set foot in 
our school and who had terrorized teachers for three years, to the point of 
leading a wonderfully caring teacher to leave the profession. When not 
screaming or yelling or arguing or beating up another child, Robert can be 
quite personable. I had preferred that his "personable" nature would be 
experience by my colleague across the hall. It was not to be. 

For the month of September, our class observed the full boom-box effect of 
Robert's wrath. My Tylenol ran out the day of the five-hour tantrum. It was 
the day I demanded he be sent home. There comes a time when the needs of 
the other students take precedence. It was the day when someone in the staff 
room asked, "How many days do you have left in the year?" It was the day I 
looked in the mirror and noticed I was not smiling anymore. It was the day I 
decided to take charge of the situation, and the dawning of a new relationship 
with Robert. I endeavored to make the child accountable for his own behavior. 
He sat in the desk furthest from the focal point of the room--the better not to 
deafen me. He sat near the open doorway--the better for quick removal during 
his daily tantrum. His locker was nearest the door--the better for other 
students to avoid his fists while dressing. He ate his lunch in the hallway--the 
better for the condition of his desk and the nearby kids. His neighbors were 
rotated weekly--the better for my continual parent requests to "keep my kid 
away from Robert." I instituted cooperative learning activities--the better for 
his classmates to tell him to "shape up because you aren't ruining my mark, 
too. ,, 

It was January when Robert finally declared a truce. We started to accomplish 
some work. While the others began to call me "Sarge" that year, Robert never 
did understand that my army boots were for his benefit, because Robert had no 
conscience. Despite my attempts to cope with Robert and to enjoy my class 
regardless of his abnormal behavior, I did not realize the toll it took on my 
emotions and on the welfare of the remainder of the class. How little do we 
know that in caring for others we often forget to care for ourselves. 
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Robert is still with us and his teachers continue to age less gracefully than 
planned. Will Robert, one day, remember us? (Sonja, 1998) 

The Care For Self. 

We can destroy ourselves by cynicism and disillusion, just as effectively as by 
bombs. (Kenneth Clark, cited by Miller, 1994, p. 115) 

In the commitment of caring for others and the giving of self, we often forget 

to recognize the time constraints of our day. Difficult and stressful situations may 

require revitalization for the carer. In much of his early work Richard Katz (1973, 

1982a, 1982b, 1983, 1984) stresses the need to see oneself realistically in everyday 

aspects of life and to consider the effect of others on one's learning. The focus 

keeps returning to self-study and change within oneself. Through his years of 

counselling, Katz had learned that health and healing come more from love and 

respect, for oneself and others, than any specific therapeutic technique. The 

potential for self-healing and healing from within, both for communities and 

individuals, is often overlooked. Both Katz and DeBoer (1989) write of the 

synergistic community where valued human resources are renewable and are 

distributed equitably to members so that what is good for one is good for all and the 

whole is greater than the sum of its parts. 

It is essential to concentrate on one's feelings because they provide valuable 

information for determining a course of action. Who you are determines how you 

work with people. "There is a strong need to come to terms with our identity, our 

past, and our legacy so that our children might better understand their heritage," 
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writes Marmor (1995, p. 151). Grumet (1996) speaks of the loss of confirmed 

identity and longing that something is missing when she asks how we can recapture 

the sense of community and communion in our schools. People are not born with 

the understanding of self. It is a human thing to need to construct a sense of self in 

relation with others. 

In addition to an emotional sense of well-being, Noddings (1992) stresses the 

importance of caring for physical health, spirituality, recreational life, and the inner 

circle of intimates, friends, and colleagues. Care-givers cannot expect to re-generate 

by retreating to places of isolation; they must allow themselves to become recipients 

of care when the need arises. By first caring for ourselves, we become leaders who 

possess the human qualities necessary for caring for others. Often, however, we 

may require a catalyst to propel us into self-care. It happened to me: 

It had been a terrible six months for my son. He had lost his father to the 
supposed bright lights of another life. He had lost teenaged innocence as he 
watched his mother suffer the depths of depression. He had juggled 
post-secondary school pressures with the emotional traumas of a learning 
disability. He had lost his beloved grandfather to a sudden heart attack. And, 
now, one week after Grandpa's funeral, the morning of my son's birthday, his 
soul mate from their years as kids, was dead, the victim of a senseless car 
accident on the slippery streets of the city. 

I took my son's hand and tried to maintain my own tears as I told him his 
friend was gone. I will never forget the look in his eyes: defeat, despair, 
disbelief... As we held each other and cried I thought of us doing the very same 
just a week earlier. And, I thought of the many plans the two boys had made 
for their future, living together in the city, playing in a band together, spending 
summers at the lake, attending each other's wedding, having their sons... 

If ever there was anyone in need of care it was this poor lost soul. It was a 
mutual friend who paved the way for the healing to begin. After the funeral, 
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the boys walked through the streets of the small town where they had all lived 
together in the fun and laughter of years ago. The "walk" lasted several hours 
and, during their search for some meaning of what had happened, they entered 
the church. Sitting in the darkness, they found their peace. It was the place 
where they had all attended Sunday School and boys' clubs and youth groups. 
The two of them talked and cried and laughed as they remembered what had 
made their friendships important. They grieved and they laid their demons to 
rest. 

In that long and never-ending year, I was ever-watchful of my son's resilience 
and strength, and I realized the importance of care for self. It had always been 
easy to give advice and sympathy to others but, now, I had to come to a halt 
and face the biggest hurdle. I needed help. How easy it has been since that 
decision was made. I thank my son for showing me the value of friends, of 
colleagues, and of professionals. Kids are smarter than we think. (Sonja, 
1998) 

The Caring Teacher. 

Teachers are those who use themselves as bridges; then having facilitated 
their crossing, joyfully collapse, encouraging them to create bridges of their 
own. (Nikon Kazantzalds, cited by Canfield & Hansen, 1996, p. 113) 

Within the social disorganization of our society, there arises a need for 

comprehension and connection to one's place in the world. Adjusting to new and 

sometimes difficult social realities brought on by movements like civil rights, 

feminism, and peace, has placed demands on people to accept new roles, norms, and 

relationships. The question is whether or not we are able to work together within 

and between these movements to resolve social problems. 

Working together requires motivation enhanced through a relationship that 

entails learning to care and learning to be cared for; those receiving the care must 

feel accepted, trusted, and respected. To meet the demands of caring, the very core 

of teaching is reached. If educators are to promote the growth of students, they 
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must not be waylaid by expectations of reciprocity or rewards. The thoughtfulness 

of care comes not only from the head but also the heart (Noddings, 1984; Shervish, 

Hodgkinson, & Gates, 1995; Shogun, 1988; Van Manen, 1986). 

Besides affecting the enjoyment of curriculum being taught, the issues of care 

deeply influence the teachers' love of teaching and learning. The two overlapping 

roles are at the very center of education, bringing with them a mission. Noddings 

and Shore (1984) touch on one of Noddings' recurring themes when they mention 

their dissatisfaction with the present emphasis on liberal education programs and 

conventional instruction. They offer a complaint made many years ago by Albert 

Einstein: "It is in fact nothing short of a miracle that modern methods of instruction 

have not entirely strangled the holy curiosity of inquiry" (p. 168). 

The caring teacher envisioned by Noddings (1984) allows the student to 

experience through her eyes; the caring teacher promoted by van Manen (1986) sees 

into the soul of each student; the caring teacher described by Grumet (1988) 

develops a look that passes between teacher and student as similar to the look shared 

by mother and child. Surely all three researchers are correct, for this pedagogy of 

child-watching suggests again the feminine influence on achieving van Manen's 

"wholeness" of the school day for children (van Manen, 1986). In response to the 

perceived decline of society, there is renewed emphasis on values and morality 

(Cohen, 1995). Caring is desperately needed by the troubled children whose sense 

of alienation with adults and education and the world produces their cry, "Nobody 

cares!" We are reminded by Noddings (1992) that to be whole, the fundamental 
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need for care must be met. Not all of us, however, need to learn to care only for 

other human beings. Some people genuinely care for ideas, causes, objects, animals, 

or plants. 

Through our caring and our expectations for children to develop morality, we 

educators must be ever cognizant of the fact that we are the role models who set the 

examples. Jacques Benninga (1991) refers to this as the most powerful step in 

nurturing character. In teaching children to be caring, teachers must live the ethic of 

caring. If moral education is to foster this caring, then education itself must be 

redefined and transformed. Teachers, being the "brokers of caring in schools" 

(Bosworth, 1995, p. 687) bridge the partners in education. There is no doubt that 

caring is perceived as a good thing, something that can positively influence both 

school and community. The school, then, must provide the basis for the growth of 

relational virtues. 

Unfortunately, many of today's students often lack the early beginnings of 

moral life usually found between parent and child. The first step for the school, after 

defining an operational meaning of the word care, is to explore and promote the 

value of caring by searching for ways in which to provide it within the environment 

and activities of the students. The second step requires that working partnerships be 

established to recognize shared interests and responsibilities for children between 

school, home, and community. Without the development of effective moral 

communities, social fragmentation will continue to escalate. Last, heartfelt 

motivation, inspiration, leadership, and commitment must be summoned from the 
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school (Chaskin & Rauner, 1995. Epstein. 1995; Schervish et al., 1995).

Given what education has presented to children over the span of the century, 

the present concern with the ethic of care evokes wise advice from Schervish in his 

1995 publication with colleaeues: 

In speaking about care and its transmission, I invoke Jesus' injunction in the 
Gospel of Matthew (10:16): "I am sending you out like sheep among the 
wolves. Therefore, be wise as serpents and gentle as doves." If caring 
requires us to be gentle as doves, teaching people to care requires us to be 
wise as serpents. (pp. 1 - 2) 

Wuthnow (1995) likens learning to care with learning to walk. Van Manen 

(1986) encourages educators to retain a life commitment for hope. Noddings (1992) 

has the last word when she advises that we act as wise parents of our large family 

and ask what we envision for each and for all of them. 

It was quite by accident that I discovered a new way of caring in my 

classroom: 

My dog goes to school. Every morning she races me to the car so she 
won't miss her morning in the hallowed halls of learning. She has not reached 
literacy just yet but we're working on it. 

It was a whim. I took the new puppy with me on the first day of the year 
simply to show the students what I had acquired during the summer and what 
was giving me that "sleepless" look. Babies of all kinds require care during the 
night and this infant was no exception. 

My class was mesmerized by the dog. She is very tiny and she creates laughter 
and sympathy and hugs and kisses. What an inspiration this has turned out to 
be. We have started a year together with a sense of sharing and trust and 
caring that I have never felt before. The students are seeing a different side of 
me, a soft, mushy, kiss-the-dog person. They have shared dozens of 
heartwarming stories with me--all about their pets, of course. Best of all, in 
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this wild-thing-in-the-classroom scenario, two learning disabled boys scurry in 
each morning to "pet the puppy." Rejected by many of their classmates, these 
boys are warmly welcomed by a wet tongue and dog kisses. And, my 
emotionally disturbed student, who has hated school since he first entered the 
building and was often bodily carried to the bus by his parents, can hardly wait 
to get to the classroom each morning--in case Mrs. S. has "the dog." He has a 
passion for dogs, you see. No one knew that before. 

This exciting room-full-of-kids won't always be on the daily agenda for the 
puppy. She will eventually come but once a week, in time for her weigh-in and 
her measurements. On the remaining days, I will relate to the class the sad 
story of the wailing howls following me to the garage each morning as she is 
left behind. 

I think of Nel Noddings and her ethic of care that includes animals. We have 
talked of many things this year. We share the feelings of a cat's soft cheek 
against our face...the claws of a tiny kitten hanging on our sweater...the purrs 
of the old cats as they curl about our bodies at night...the pains of training 
puppies...the benefits of pet stores who allow their pets to roam free...the 
kindness of senior citizens' homes in allowing pets to visit. Most of all, we 
talk of the trust our pets have in us and we talk of our care for them and their 
care for us. (Sonja, grade four classroom, 1998) 

The Ethic of Care and Peace Education.

Our understanding of how to live with one another is still far behind our 
knowledge of how to destroy one another. (Lyndon Johnson, cited by Lowe & 
Chazov, 1986, p. 242) 

A few months ago, I read of the young Toronto woman pushed onto the 

subway tracks into the path of an oncoming train by, unbelievably, someone she did 

not even know. This newspaper account came directly on the heels of my reading an 

address concerned with teaching values in education, given by Robert Berdahl 

(1987). He quotes from a Newsweek article: 

Laurie Gilbert, a twenty-eight year old, Los Angeles attorney: "Without 
children I would be comfortable with $200,000 a year. Money means a lot to 
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my happiness." She replenishes her wardrobe at the rate of two outfits a week. 
"The way you look is very important," she says. "Sometimes I think it is more 
important than what you can do." Gilbert met her second husband in a job 
interview in Los Angeles while she was on a honeymoon with her first 
husband, whom she went back home to divorce. "I know it sounds shocking," 
she explains, "But there are times in your life when you just have to go after 
what you want....Our marriages seem like mergers, our divorces like 
divestitures." (p. 56) 

This "culture of narcissism," as Berdahl calls it (1987, p. 56), gives us cause to 

question the issue of character and ethical values within our society. The negative 

conditioning of our western culture is bombarding our youth from every direction as 

their daily exercises produce exposure to global acts of terrorism, domestic violence, 

high unemployment, racism, sexual harassment, killer diseases, poverty, excessive 

consumption, suicide, abuse, fear, oppression, dysfunctional families, uncaring 

institutions, environmental destruction, the violation of human rights, and the "slick, 

sick media images" (Hammond & Collins, 1993, p. 11). Teachers are worrying 

about the unpeaceful conditions of their schools and the aggressive, disruptive nature 

of the students who turn against each other in their haste to elevate themselves to 

visions of power and prosperity. This modern warfare has produced cries of "take 

back the night" (Ryan, 1994, p. xiii). Another researcher (Molnar, 1992) gives us no 

choice: 

If we, as educators, do not participate in trying to reshape our society into 
something more humane, decent, and fair, then we shouldn't be surprised when 
our society's violent offspring turn up at the schoolhouse door. (p. 5) 

Despite the advent of culture, humankind continues to practice violence. In 

fact, Wahlstrom (1991) feels our culture imprisons us and, because we do not see 
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the bars, we cannot shake them. If, according to Darwin's evolutionary theory, 

peace in our societies is not a natural state, war would then remain a permanency of 

our life, merely altered over time by the variances of social systems. Yet, if we 

regard war as being completely biologically determined, we will never end it. The 

biological connection may have some merit, however, in that "man experiences a 

profound need to sacrifice himself for others" (Harva, 1969, p. 49) through the 

experience of war, perhaps confirming a deep-seated need to be responsible for 

others. 

War is defined in the Oxford Dictionary (1959, p. 946) as a "quarrel between 

nations or parts of a nation conducted by armed force...hostile relations between 

persons." In the latter part of this century, the distinction between hostilities 

involving armies and civilians has often become difficult to perceive. The 

technological advances in the development of weapons now offers lethal toys for the 

war of choice: "total war, war by proxy, cold war, armed conflict, nuclear war, 

liberation struggles, and terrorism" (Yarwood & Weaver, 1988, p. 87). Yarwood 

and Weaver identify four reasons they feel are the basis of justifying declaration of 

war: 

...self government: people fighting for the right to rule themselves; poverty: 
people fighting for a fairer sharing of wealth and food and a fairer way of 
running society; territory and resources: people fighting for more land and 
resources; ideology: people fighting for a set of political ideas andlor religious 
belief. (p. 87) 

The authors expand their thoughts on the untold military spending and the use of 
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force in the bloody 20th century of 120 million war deaths and 120 wars since 1945, 

now followed by westernized "peacetime" violence. The costs of war are great: 

armaments, deaths, casualties, refugees, re-building, and waning morale. As a solace 

to these negative legacies of war, Yarwood and Weaver (1988) offer their list of 

justifications of war: War has been undertaken by a lawful authority, for a just 

cause, as a last resort, with a reasonable hope of victory for justice, with a right 

intention, and uses legitimate methods according to moral principles and 

international agreements. For example, the two forms of dictatorship spawned by 

World War I, fascism and nazism, were sent on their downward spiral by World War 

II. In addition, the anti-colonial struggles in Asia and Africa have resulted in the 

restoration of freedom and self-sufficiency for many people. Despite Urpo Harva's 

(1969) notion that some wars do have a purpose if, like Yarwood and Weaver 

(1988) contend, peace is established and freedom is defended, our patterns of 

thinking and living have been shaken to the core by wars. One of the participants in 

my research study reflected on the despairs of war: 

One of the saddest things I can remember was D-Day, when the men died like 
flies. I can still see them. There were so many casualties. The only way I can 
explain it is to say it was like a swarm of flies sprayed with Raid and you can 
see them moving more and more slowly, with their arms and legs twitching like 
insect wings and legs. That was D-Day. The flies were our men. But, we 
were involved so much with our job we couldn't stop to think of each young 
guy. When people died in battle, you didn't think of them personally. It was 
later that we had the time to think about what had happened. It's kind of like 
shell shock. It hits you later. I held many hands while guys were dying, so 
they would not be alone, you know. I have thoughts about those swarms of 
men dying on D-Day. All those flies... It bothers me. I was just lucky. I could 
have been hit anytime. (Mr. T.) 
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In the recesses of feminine thought, however, it is difficult to maintain an image of 

humankind continuing to follow the path of violence, despite as Betty Reardon 

states: 

Militarism is a belief system founded on the basic assumption that human 
beings are by nature violent, aggressive, and competitive and on the corollary 
assumption that social order must be maintained by force and power. (Cited 
by Wahlstrom, 1991, p. 6) 

In addition to the footsoldiers of the battleground, there are half a million men 

of science perfecting new and improved weaponry in this "science-fiction revolution" 

(Brock-Utne, 1985, p. 115) which is not counterbalanced by moral responsibility, as 

we were earlier warned by Albert Einstein when he said, "The unleashed power of 

the atom has changed everything save our modes of thinking, and thus we drift 

toward unparalleled catastrophe" (cited by Nathan & Nordon, 1980, p. 376). 

Scientists escaping the ethical questions of their work may simply be devoted to 

knowledge, just as the soldier's ignorance of ethics and values is discarded during 

the process of following orders. This aggressive "duty" to one's country appears to 

absolve everyone from accountability or responsibility. Because people who are in 

positions that lack authority may be afraid to pursue consideration of social and 

human consequences of their actions, the burden of moral and justice education falls 

on the shoulders of others. In the case of peace education, the women's movements 

have promoted this trend in which liberation transcends equality, focusing on two 

issues as outlined by Brock-Utne (1985, p. 131): "...women fighting for their own 

rights...and women fighting for the rights of others." 
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From an early age, children become accustomed to violence without 

simultaneously learning the consequences. For young people, life is rampant with 

the idea that conflict and aggressiveness lead to adventure, achievement, and group 

solidarity. The global media bombardment depicting images of power and strength 

through stories, movies, television, videos, and toys gives youth the impression that, 

in the words of Reardon: 

...to serve one's country requires overcoming its enemies, and that success 
depends upon the capacity to compete, the ability to win, and the willingness to 
kill....What the soldier has done for the nation or the warrior for the tribe 
through centuries of doing what was expected of him, woman has done for 
the family. She has been since time immemorial trained to sublimate her own 
needs to the service of others. Soldiers and mothers have days dedicated to 
their honor. (pp. 145 - 150) 

Both soldiers and mothers are asked to take orders from men who have more power 

and a higher status than they. War is the business of men; life is the business of 

women. Sara Ruddick writes of the peacekeeper image of mothers and how the 

maternal instinct of mothering imposes on women the demand to preserve and foster 

the acceptable, the emotional, and the intellectual growth of their children's lives 

(1995). Wartime brings great hardships upon women for they may raise their sons 

to serve their country but not to destroy or be destroyed. 

While our educational system includes sexist and militarist overtones found in 

the promotion of competition, authoritarianism, hierarchical policy making, gender 

inequity, ability tracking of students, law and order discipline techniques, and 

employment expectations, a culture of peace arises from the influence of women and 
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their traditional roles and experiences. Reardon (1993) leads us to the definition of 

feminism as she cites Cagan (1983): 

Feminism is a political perspective that demands an end to the oppression of 
people because of their gender, and an end to the institutional and individual 
structures that define men as more valuable than women...a belief that we can 
live...without...control and domination...in harmony with others...with 
opportunity and freedom...through the absence of war, violence, and hostilities. 
(pp. 17 - 18) 

In discussing peace, we examine a definition by the Norwegian peace activist, 

Brigit Brock-Utne (1985, p. 1) who cites Garcia's 1981 statement: 

By peace we mean the results in any given society equality of rights, by 
which every member of that society participates...in decisional power 
which regulates it, and the distribution of the resources which sustain it. 

Four years later, Brock-Utne (1989) shares with Ruddick the suggestion that women 

are more peace-oriented than men, inclined to seek equal resources for all, to reduce 

military spending, and to promote nonviolence. She then ponders whether the whole 

question of what peace is and how to bring it about, and asks if peace education 

might have a different flavor if influenced by feminists. Her next argument is that, in 

addition to military aggression, peace education must address other feminist 

perspectives that include gender power distribution, liberalism's unfair discrimination 

of women, socialism's gender and class oppression, racism, and, also, the problems 

of radical feminism. In other words, education for peace is the value of sharing and 

cooperation rather than competition and domination. Simply because nations are not 

at war does not presuppose the conditions of peace. As long as people fear the 
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values developed by men that promote violence and oppression, there is no "peace," 

and as long as these conditions exist, teaching the values of caring and sharing will 

not make much headway. 

Practice in non-violence is highly characteristic of mothers' work in the 

continuing battle of wanting to belong. By being equal regardless of color, class, or 

creed, women will better their own conditions as women and mothers and, if 

women's culture was taken more seriously in planning education, there would be 

more weight given to social issues (Brock-Utne, 1985; Noddings, 1989a, 1991). 

There may be years of neglect to overcome. Listen to my friend's story: 

In my family, there was a lot of abuse, with my mom and dad. My dad abused 
my mom something awful. Sometimes she would go and talk to her mother 
about it and her mother would say, "You made your bed. You sleep on it." 
It's understandable, in a way, because my grandmother didn't have much 
herself. My mom's marriage got her out of a shameful situation, I guess. She 
was already a single mom. Girls had to go out and do whatever they could do 
to look after their babies in those days. But, when my mom married Dad, I 
never got to know her side of the family. They never associated with us 
because my mother married someone who was Native. When I was little I 
guess I knew it was the Indian part of me that isolated me from other kids. I 
always kept asking, "Why? Why don't they like us? What's wrong? What did 
I ever do to deserve this treatment or this kind of life?" It isn't my fault I 
happened to be born aboriginal. People should never judge a book by its 
cover. 

When I started school, I had a wonderful teacher. The trouble came later on, 
when I started to compete in sports. I always came out on top because I was 
very athletic. There was a lot of jealousy over that because I was Native. 
They saw a good way to come down on me and they did. I was a dumb old 
Indian, no good for anything. You know, when you hear that enough times, 
you start to believe it. 

A lot of people don't think racism is still alive today. Maybe they just want to 
ignore it. Maybe it's just me seeing it. I don't like hearing, "Why don't they 
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just get over it?" It's so hard, you know. I wrote in my English class about 
growing up being called Indians and how we were treated by the teachers. 
"Oh, you'll never be anything but a scrub woman," they'd say. People think I 
grew up in a residential school. I didn't. That was just a regular 
Saskatchewan high school. When I had to get up in class and talk about my 
medicine wheel last fall, I choked. I didn't think I'd be so affected, and it hurt. 
You know, it was like, "This is reality. I'm real. See me that way, please." I 
have blocked...so much stuff from my school years. Why didn't I learn? Why 
was I treated like that? I just feel like I lost a big part of my life. You don't 
want to believe people can be mean like that. I've always thought that's why I 
like little kids. They aren't aware of color or culture or heritage. They take 
you like you are and they all laugh and fight together. 

You know, I have lived to be in my forties and I don't have any self-esteem. 
This feeling I have now, even after a year at university...I never thought I'd 
make it. I wanted to start five years ago but I don't think I was ready. But, in 
my mind, will I ever be ready? I just have to go out there and try it. God 
willing, I'll make it. (Marquita, university student) 
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4. SALVATION THROUGH THE FATHERS: THE RESEARCH 

Somehow you've got to put your heart and soul into it—not just for personal 
reasons but to really understand what's going on. The more you allow 
yourself to fall in love with a place, the more you see the connections. 

(S. Wilson, cited in Glesne & Peshkin, 1992, p. 173) 
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Belgians welcome British armoured vehicles as they pass 
through a Belgian town. (Collection of E. Mealing, 1997) 
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The Research Topic. 

The use of the human voice, fresh, personal, particular, always brings the past 
into the present with extraordinary immediacy. (Paul Thompson, cited by 
Reimer, 1984, p. 12) 

In the search for answers to what I should include in a peace education 

program for grade four students, thoughts have always simmered on the backburners 

of my mind. Do I rely solely on literature research? If I merely isolate pacifism how 

do I address the issues of conflict management and nonviolence facing me in the 

classroom and on the playground? How do I draw a parallel between the battles of 

wartime and the battles of peace time? My initial plan was to focus on the 

prevention of further war between nations and who better to question than those 

who have experienced the battlefield? The more I pondered where I was headed, the 

more I became convinced that war veterans could provide insight to many of my 

questions. Children love stories. Why could we not also apply the lessons and 

morals from the veterans' narratives to our everyday problems? 

My questions eventually revolved around these issues: 

• Why should children be exposed to veterans' stories? 

• How do I, as a teacher, translate these stories to the children? 

• What is my role as I interpret and re-tell, pedagogically, the lessons we 

have learned? 

• How do I make the lives of veterans a meaningful part of the curriculum? 

How do I use their stories to develop a peace education program for my 

students? 
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• What do the veterans see as important in their past choices and 

experiences? How do I use their experiences in helping children understand 

moral issues? 

As a part of answering these questions I will focus one aspect of my study on the 

early educational experience of the veterans. 

• What did they learn in school? 

• What was important to them? 

• Did their educational experiences prepare them in any way for going to 

war? 

• In what way was the battlefield an education? 

• Did their war experiences have any impact on what they aspired for their 

own children? 

• Could their grandchildren, given the present educational system, "go to 

war" in the same manner they did? 

As I organized my endeavors, I had not yet initiated my foray into the literature 

research. 

Review of The Literature. 

What we do with our lives individually is not what determines whether we are 
a success or not; what determines whether we are a success is how we affect 
the lives of others. (Albert Schweitzer, cited in Condeluci, 1995, p. 85) 

After I began talking to the participants, I realized that the foundation of the 

study appeared to center on one theme: care. It was, first, care for the loss of stories 
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of a most intriguing group of individuals. It then became an appreciative caring for 

the service the veterans gave to their country during a time of war. Following this, I 

began to consider the care for the enlisted men who did not return from battle. 

What, also, of my thought on the changing lives of society's children? I care about 

them, too. Initially, I wanted my students to understand that by caring for the 

veterans' contributions, they might learn to care about the promotion of peace for 

their own generation. 

And so I began to read, beginning with Nel Noddings, a guiding authority on 

the ethic of care. Her work led to a ballooning examination of work centered on the 

need for care, the very definition of care itself; the foundations necessary for care, 

and the feminine perspective of caring. The reading then shifted to care for students, 

care in the schools, and how to begin the building of such care. When switching 

gears to the theme of peace and peace education, it was satisfying to discover how 
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Remembrance Day program in my school, eight participants were chosen for 

in-depth, semi-structured research interviews where procedures are organized in 

advance. Questions were scheduled but open-ended plans would allow for flexibility 

and an opportunity to probe or to reinforce or to receive unexpected data. This is 

often characterized by the "funnel" type of questioning which begins with a broad 

question and narrows gradually to the specific (Cohen & Manion, 1980). While 

interviewing is valuable in understanding the lives of the participants, it is important 

to use their experiences as a basis for discussion in order to develop an open, 

trusting relationship. 

Contact with the participants was made personally, beginning with a letter 

introducing the study (Appendix A) followed by a preliminary in-person chat or a 

phone call prior to the actual interviews. The initial discussion established a sense of 

worth in the participant, a chance for the mutual choice of site, an opportunity for 

the participant to consent to become part of the study, the discussion of informed 

consent, the assessment of whether or not the participant was appropriate for the 

study, the ease in which the meetings would be scheduled with the participant, and 

the best times, places, and dates for the interviews. Early in the organization of the 

interviews, an unexpected bonus came my way in that two additional veterans, 

related to one of my chosen participants, agreed to become part of the study. 

Adding to the rapport was the annual Remembrance Day inter-relationships with the 

veterans. 

For the purpose of the research project, the veterans will be identified in the 
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following manner: 

• Mr. H.: 

Of English ancestry, Mr. H. was a mechanic with the Canadian Air Force. 

• Mr. D.: 

Of Scottish ancestry, Mr. D. was a tank driver with an armoured division 
of the Canadian Army. 

• Mrs. H.: 

Of English ancestry, Mrs. H. was a telephone operator with the British 
Army. 

• Mr. S.: 

Of Ukrainian ancestry, Mr. S. was an airframe technician with the 
Canadian Air Force. 

• Mr. J.: 

Of English ancestry, Mr. J. was in salvage operations and repair with the 
Canadian Air Force. 

• Mr. B.: 

Of English ancestry, Mr. B. was a tank gunner and radio operator with an 
armoured division of the Canadian Army. 

• Mr. C.: 

Of French ancestry, Mr. C. worked with postal services in the Service 
Corps of the Canadian Army. 

• Mr. T.: 

Of Aboriginal heritage, Mr. T. was in the Medical Corps of the Canadian 
Army, later re-enlisting for thirty years of service. 
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• Mr. S. K.: 

Of English ancestry, Mr. S. K. worked with Personnel and Records in the 
United States Air Force during four tours of Vietnam. 

• Mr. W. K: 

Of English ancestry, Mr. W. K., father of Mr. S. K., was with an artillery 
unit with the Canadian Army. 

During all but four of the interviews, the wives of the veterans were present and part 

of the interview process. Two wives in particular made exceptional contributions 

with narratives of the "homefront." They are referred to as follows: 

• Mrs. D.: 

The wife of Mr. D., Mrs. D. was too young to "join up," much to her 
disappointment. She married Mr. D. In 1947. 

• Mrs. B.: 

The wife of Mr. B., Mrs. B. was a young wife and new mother when her 
husband was called to the service. For four years she and her daughter 
waited for Mr. B.'s return. 

Consent. 

We all want to discover what we 're alive for, there's no doubt about that: it's 
one of the main sources of all the violence in the world (Robert Musil, cited 
by Brink, 1991) 

Ethics determine the necessity of signed consent for in-depth interviewing due 

to the possibility of sensitive issues being raised, the fact that interviews will be 

recorded, and the possible vulnerability of the participant as the interviews progress. 

The consent forms (Appendix B) were prepared to include: 

• What the participants were asked to do, by whom, and for what purpose. 
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• The identity of the researcher and whom the participant could contact if 

there was a problem with the process (faculty advisor). 

• The rights of the participant to review the material. 

• With whom the researcher intended to share the results of the study. 

• The right of the participant to leave the process. 

• The use of pseudonyms, if necessary. 

Great care would be taken to be sensitive to material the participants might find 

uncomfortable. The application for approval of research procedures was made to 

the university's Ethics Review Committee (Appendix C). 

Questioning. 

The art of teaching is the art of assisting discovery. (Mark Van Doran, cited 
by Bennett, Rolheiser-Bennet, & Stevahn, 1991, p. 284) 

A set of initial questions was prepared (Appendix D). It would be important to 

provide flexibility in order to listen to what each participant was saying, to listen to 

the inner voice that outer audiences do not hear. My task would be to determine 

what is public, personal, and private in a participant's life experiences, although they 

might decide for themselves what is private. I would also be prepared to accept 

issues like death or illness. If a participant risked mentioning a painful topic, I would 

acknowledge it but take care with approaching personal complexities that might be 

difficult to handle. It would be my job to explore and not to probe too deeply. I 

would have to listen more, talk less, and avoid leading questions. I would ask open-

ended questions, follow-up and not interrupt, keep the participants on topic, avoid 
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reinforcing their responses, follow my instincts, risk asking a difficult question, and 

learn to tolerate silence. 

It was my hope that my participants would feel a sense of self-reliance, a sense 

of lessening the pressure. Perhaps they would make sense of something, personally, 

by relating their experiences to me. 

The Data. 

Let us become the change we seek in the world. (Mahatma Gandhi, cited by 
Covey, 1997) 

Beginning with a pilot of the proposed study, the series of interviews were 

conducted over a period of four months, with a total of 67 hours of conversation 

recorded. Written notes, journals, and photographs were also collected. I expected 

to be consumed by the research but I was careful in organizing the material, 

storing consent forms safely, labeling tapes accurately, noting the decision points in 

the process, being able to trace interview data readily, and to avoid in-depth analysis 

until all interviews were complete (Appendix E). 

Transcription. 

We really don't learn anything from our experience. We only learn from 
reflecting on our experience. (Robert Sinclair, cited by Canfield & Hansen, 
1996, p. xvii) 

Although taped recordings produce reliable transcript, I was overwhelmed by 

the many hours required to transcribe the 90-minute tapes. My written notes 

became my mainstay, particularly to include the nonverbal signals. To better 
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organize the data, I had planned to reduce the text after the first read, re-writing the 

material to be shared and studying the categories for thematic connections, labeling 

removed passages with a coding system to designate the original place in the 

transcript, and to continually search for what had been learned from the interviews. 

Did I understand what I did not in the beginning? Were there surprises? Were there 

confirmations? Were the interviews consistent with the literature of oral history? 

What had the research meant? With a sum total of 358 pages of transcript, I found 

myself abandoning my original idea of re-writing the texts, choosing instead to 

proceed directly to a thematic classification of the material. In the final transcription, 

it would be important to maintain my focus on the original questions of the study. 

Validity, Ethics, and Reliability. 

The first step of interdependence is thinking and understanding each 
other—that means talking together. (R. Bellah, cited by Condeluci, 1995, p. 
93) 

In doing the kind of research I had chosen, there would be a necessity in being 

aware of the following challenges: 

• Intellectualistic interviews, where emotions and human experience might be 

neglected. 

• Atheoretical interviews, in which I might not draw on existing research or 

theory. 

• Arhetorical interviews, during which I would be merely collecting quotes 

rather than the telling of a story. 
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• Insignificant interviews, that could produce trivial rather than worthwhile 

data. 

I had to be prepared for interview errors where the participant might be 

unmotivated, lack the information I wished, or may simply wish to please me. I also 

had to be prepared not to allow my own opinions to surface and I planned not to 

dwell on preconceived notions of what to expect. It was important that I had 

explained the study adequately. 

While effort is made to minimize the effect of the interviewer on the 

interviewing situation, the interviewer is always part of the process from beginning 

to end, meaning that a certain degree of skill is required by the interviewer to lessen 

any distortion of his/her roles. Validity of the actual interview results is built into the 

time frame of the multi-interview structure whereby participants' comments are 

placed in context with their experience. The ultimate goal is to understand how the 

participants create worthwhile meaning of their experiences. 

Classification. 

Sometimes you get the notion that people try to inject the notion into your 
heart that what you do is insignificant; it cannot make a difference. Let me 
disabuse you of that notion. When people see a colossal problem, they 
wonder whether they could do anything to make a difference. They need to 
keep remembering what they are told about how you eat an elephant—one 
piece at a time. What you do, where you are, counts and makes a 
diffirence...to know that the world cares. (Bishop Desmond Tutu, cited by 
Lown & Chazov, 1986, p. 216) 

When the exhilaration of the interviews had diminished, the seriousness of 

dealing with the pages and pages of data led to the realization that there was ample 
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material for even more projects associated with community-school collaboration. 

My task, at the moment, was to examine what I had learned about my delightful 

veterans. 

We began each interview session with stories and remembrances of youthful 

days and I smiled at the antics of these folks: 

Did I ever pull any pranks? Well, I remember one dumb thing I did when I was 
about 14. I used to like playing in the basement, making things...and I had 
some hydrogen down there. I had this balloon tied on a bottle and there was 
some acid in there. I'm not just sure now what all I had together but, anyway, 
it generated enough to blow the balloon upwards. So I tied it and it wouldn't 
float...just about but not quite. Now, our basement had cement walls and 
there was another part that was storage. It had fruit and stuff So, I had this 
balloon that wouldn't float and I had this hydrogen and I knew it would burn 
or explode, so I set it on this lathe my brother had made out of an old 
bedstead. It was just around the corner. I got a match and lit the thing. It just 
about blew the basement windows out. It sure was an awful bang. Dad came 
down and wondered why I was firing the shotgun off in the basement. ...I was 
smart in some ways but not so smart in others. (Mr. J.) 

You talk about kids wanting things. Well, at Easter time, they had these shops 
that had little bunnies and things. We coerced my mother...my dad was away 
at sea...into letting us get these rabbits. Stan got Molly and I got Flip. It 
turned out they were both "he" but my mother said one day, "Those rabbits are 
stinking. You have to clean them up." We had them out in the yard. So, 
when Mom went shopping, Stan and I thought we'd really clean them up...We 
put them in the house. Now, in the sitting room, my mother had white carpet. 
(I told you we were well off.) We got this tub of water right in front of the 
fireplace, so they wouldn't get cold, and there's a disinfectant you buy over 
there that turns the water purple. Well, we put these rabbits into the water and 
they promptly jumped out and flipped all over the carpet. Oh, my mother was 
fit to kill when she came home. The rabbits had been black but they turned a 
horrible rusty brown after that. It wasn't long after that when they went 
missing. We had this rabbit stew which is a delicacy over there. Stan and I 
wouldn't eat it. The tears were running down our faces. We knew. (Mrs. H.) 

A very real part of the lives of youngsters in the 1930s was the fear of illness. 
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For our students today, listening to those stories can open the avenues for studies 

about medical advancements and discoveries, and the inequalities in First and Third 

World countries' health care. The wife of Mr. D. spoke of her brother contracting 

polio: 

He got it in '34, after my brothers had been riding the rails for some time. He 
came home at Christmas and said he guessed he had the flu. He walked into 
the living room one night and he stumbled, and Dad knew right away this boy 
had infantile paralysis. He jumped up and had a hard time getting my brother 
out to the truck. They took him to town to the old Doc, who was an alcoholic 
but a good doctor, and he said he was pretty sure it was that darn infantile 
paralysis. He was sent off to Regina for eight months, and was one of the first 
guys in the iron lung. It was pretty scary. We all thought we'd end up with it, 
too. (Mrs. D.) 

School, of course, was a favorite topic. For the children of the 1990s, the 

discipline demonstrated by teachers years ago seemed to produce a sense of respect 

from the children. The school was also held in high esteem by parents. Teachers 

were the ultimate authority and were questioned by no one. I wondered, as I 

listened, if the structure and systematic teaching of those days made it easier to 

recruit and train troops for war. I thought, also, of the work ethic instilled in these 

youngsters as they were given an education essential for life in their community. 

With specific stories to hear, what an opportunity for our students to make real-life 

comparisons between the two systems of education. In addition to the discipline at 

school, my participants talked of the rules at home, and the variation between the 

feminine and masculine influences. It made me think of the male image of the 

warrior code, particularly when Mrs. H. described her childhood: 
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My mother was on her own for long periods of time when my dad was at sea. 
She had to discipline us and, of course, she was a little more lenient with us. 
Then Dad would come home and we'd get naval discipline, with a vengeance. 
We'd grown up with a white linen tablecloth and napkins all the time. I can 
remember Sundays. I'd just dread it. I hate rhubarb to this day because we 
always seemed to have rhubarb and custard on Sundays and when you ate it, if 
you got just a speck on that tablecloth, well, it was up to your room and that's 
where you stayed. It was tough stuff I don't think it hurt us any in the long 
run. Dad was stricter with me than the boys. If I wasn't in by ten o'clock at 
night, I was grounded, for a week. It didn't matter if the bus was late or I had 
any other dispute. I'd had it. I did fix it one time, though. I climbed through a 
window after I was supposed to have gone to bed. There was a garage roof 
below us and I went out for the evening and came back the same way. 
Nobody even knew I was gone. If they'd ever caught me... (Mrs. H.) 

If we had a problem, we could go to Mom. Never to Dad. Mom would listen. 
I think I learned generosity from her. She was...so...soft and so warm. She'd 
take you and cuddle you and listen to you, and hear what you had to say. Dad 
had too much to worry about with his business. He'd expect us to just get out 
and straighten out our problems by ourselves. (Mr. D.) 

Was it the feminine influence that ignited the caring in these young men? One 

veteran's wife told me how she knew she had found the man to marry: 

I think he liked me because I resembled one of his sisters. I think that was it, 
at first. I was a little apprehensive for the longest time and then he took me 
home to meet his parents. When we were there, he sat down with his mother. 
She had dropsy and her wedding ring had embedded in her hand and I sat and I 
watched John very gently oil that wedding ring off her hand. He sat there and 
he never touched her skin. He was so gentle. Mom and my sister-in-law had 
always said to me, "If you look at a man and see how he treats his mother, 
that's the way he'll treat you." I guess that was a big thing to me. I knew I 
was attracted to him, but that was the big thing--how he treated his mother. 
He was so incredibly gentle with her. I just couldn't take my eyes off them. 
That's when I knew he would be good to me. (Mrs. D.) 

Given the present age of the participants in my study (70s, except for the 

Vietnam veteran), their childhood encompassed the period between 1925-1938, a 

time when everyone worked together to keep the family unit running smoothly. 
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Families were large. Leisure time was not what it is today. I heard several stories of 

the long days of physical work: 

When I was fourteen, I was up in the morning to milk four cows. Then I put in 
52 days on a threshing crew. After the cows were milked we had to do up all 
the chores and we'd drive anywhere from one to six miles for breakfast and 
then be in the field by seven o'clock. We were up at three. We didn't get 
home until nine at night but we had the chores to do again before we went to 
bed. I got a one hundred dollar bill for those 52 days of harvesting. I can't 
remember what I did with that money. I bought some clothes, I think. You 
know, these kids today don't know what work is. They have nothing to do 
with their time. That's their problem right there. It doesn't take too much 
effort to sit in front of the television all day or hang around on the street 
corner. (Mr. B.) 

We were in pretty good shape, physically. I don't remember many overweight 
kids. I had to deliver milk to the neighbor every morning before I went to 
school. First, I milked the cows and then I ran the two miles with the milk. 
When I got back I had breakfast and then went off to school. We never 
questioned what we did. There was discipline. You had jobs to do and you 
did them. The jobs were done before fun. I remember, when I was small, I 
had a little red wagon. I think it was the only toy I ever had. I really liked to 
sit in that wagon. They called me to the house one day and I remember I 
didn't want to go. They'd just have another job to do and I was enjoying 
myself in my wagon, in the breeze and the air. (Mr. D.) 

Despite what seemed like endless work, the structure of those days produced 

responsible community members. One gentleman put it this way: 

I think my parents just wanted me to be an honest hard worker, to do anything 
you could and like it and work with anyone you had to work with and like it, 
and not to let anything out, like, to complain. And, I think I still have that 
habit. There was a lot of respect for others. (Mr. D.) 

Another veterans' thoughts were similar: 

My mother and father wanted me to grow up to be respectful...and ladylike, I 
think. Certainly respectful. My mother was very, very strict about table 
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manners. I tried to carry that through in my own family. At the time, for me, 
it seemed tough but as I got older I was able to appreciate what I had been 
taught. What appals me now is these kids coming into the house with their 
caps on. They sit down to eat in their hats. My boys were taught to take their 
hats off when they entered somebody's house, and the kids today aren't taught 
that. Joe used to get after our grandsons about that. The kids would come in 
and he'd say, "What did I tell you?" And, off would come their hats. It's so 
ignorant to wear those things inside, don't you think? (Mrs. H.) 

As we progressed through the memories of life as a child, we broached the 

subject of war, the fascination it holds for young people, and the simple gullibility of 

youth: 

What made me join up? Should I tell you? Actually, conscription was on then 
and everybody my age was getting called to the Army, and I had decided I 
didn't want to go in the Army so I said, "I'm going to join the Air Force." As 
I got older, I thought more about the war and all that, like maybe there was 
something I should do. Of course, when I first went, I failed my physical 
because of my eyes. I didn't have good glasses. That's another story to tell 
you. But, probably the main reason that I joined the Air Force was to avoid 
ending up in the Army. I just didn't like the looks of the Army. I thought it 
was too tough. I thought the Air Force was a little more elite or something. I 
don't know if that's the right word or not but...we'd hear stories and the Army 
guys always had it tougher. We had sheets on our bed and stuff like that. I 
wasn't fit for air crew so I was ground crew. My brother was a year and a half 
younger than I was and he ended up getting called before he was even 18--to 
the Army. I used to think about the patriotic part once in awhile. I wondered 
if the Germans could ever come this far but, on the other hand, you always 
thought the States would help out. I didn't know whether we could make a 
difference or not. (Mr. S.) 

I think we all had a sense of patriotism in our hearts. We didn't talk about it. 
It was just the thing we did. This was the country we were going to fight for 
and that was it. I don't think any of us really grasped the whole situation. We 
never talked about why the Americans weren't in yet. But, they were busy 
manufacturing stuff for us like crazy. Everything was lend-leased. I guess we 
were supposed to give it all back when we were done with it. (Mr. J.) 

I joined up with the Rifles, at 19, before I was with the Armoured. I was sure 
glad I transferred to the tanks. It was the Regina Rifles that got wiped out. 
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They asked for volunteers for the tanks and my name was at the top. You 
know, they first took people from the jails. They were rough, but they needed 
the numbers. Boy, you learned to fight to protect yourself when you were 
around those guys. (Mr. D.) 

I went because I got called up. I was married and we had a baby but I had no 
choice. And the pay was not okay for me. $31.40 a month. But, how are you 
going to pay anybody any more? You still had ammunition to buy, rifles to 
buy, uniforms to buy... With all the bad times around, though, how many of 
those boys went to war just to get their winter underwear? (Mr. B.) 

This was a more modern war but that wasn't even in my head when I joined. I 
guess I always liked airplanes and I picked the Air Force so I could maybe fly 
them. And I chose the American Air Force because it's the biggest in the 
world. They had the best planes. That was in '65. See, I grew up in Canada 
and I did this for a totally different reason than others speak of. I quit school 
before I should have, you know, and I could have got a job in a tire shop or 
service station, but I just thought I could get some education and do something 
I really wanted. Out of an eight year period I was in Vietnam for four. I was 
19 years old. I never thought about the reasons for war. There was just the 
cliche that you're fighting communism. (Mr. S. K.) 

I didn't have a job so the Army sounded pretty good. A lot of Indian boys 
joined when I did. But, I didn't want to kill anyone, because of my religion. 
So I chose the Medic Division. I got to help instead of kill...both sides, 
too...even fixed up some Germans. I never carried a gun during the whole 
war. (Mr. T.) 

The military was very masculine. And chauvinistic. They'd always cat-call the 
girls. I was about 16 and wishing I was older. It wasn't really brainwashing 
but we thought the thing to do was to get old enough to join up. I can 
remember that. It was propaganda, partly. We were subjected to that a lot. I 
can remember my brother, on the farm, when he joined up and was rejected for 
medical reasons. He cried like a baby. My older brother was overseas at the 
time and we were all gung-ho to get over there, too. We got a lot of our war 
news off the movie screen. That's where the real propaganda machine was. It 
was just like a magnet, drawing you. You were nothing if you didn't go. 
(Mrs. D.) 

As I listened to the stories, I wondered what the parents of these teenagers had 

thought and I remembered an excerpt from Broadfoot (1975) where one of his 
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narrators talks of waiting in line to get into a war so he could get himself killed. For 

some of my veterans, the words of parents are still with them, 55 years later: 

There's one thing my dad told me when I joined up. He said I'd be cannon 
fodder. See, his dad was killed in the war with the North and South in the 
Civil War. He had been in the artillery, too. My dad wasn't very patriotic. He 
figured war was just a racket. He said it was a poor man's war...for poor 
people. He was awfully skeptical although he followed the war and never 
missed a news broadcast. He didn't have a very good opinion of Mackenzie 
King or any politicians, really. He was one of the early CCFers. But, he was 
right about people getting rich off the war. We captured Tiger tanks, you 
know, and when we went inside, here were dials that said, "Made in Chicago." 
They had lots of parts in those tanks made by the Americans so they could 
shoot the devil out of the Americans driving Shermans. (Mr. W. K.) 

When the war broke out, my brother and I were 15 and 16. I remember my 
parents saying, "At least our boys won't have to go to war." They probably 
didn't think it would last very long. Then, four years later, we were both in. 
When I left, I remember my dad hugging me. Mom hugged me, too, but Dad 
hugged me, and that was something he didn't do very often, you know. I can 
see it still, leaving from the station, on the train... (Mr. S.) 

I was still in school and I joined up at Easter. Dad put his foot down about me 
not going until I had finished the school year. He wasn't against me going, but 
he said, "When you do get in there, don't ever be ashamed to come home." 
He meant, lead a decent life and do what you're supposed to. (Mr. J.) 

Oh, I can remember how Mom wept, how she wept. They took him to the 
train and he left. And she cried. I can remember crying with her. She was 
afraid she'd said goodbye to him for the last time. In Regina, at the station, the 
emotion in that crowd was something. And, you see, we sent them away 
healthy and strong, and we welcomed them back as broken bodies and spirits. 
(Mrs. D.) 

When the initial shock of Basic Training had worn off, the enlisted boys 

discovered a comradeship and a strength as they grew in leadership skills and 

maturity. Men in war love the company of men, writes Griffin (1992), almost 

as if they share a secret. The sense of community established by the military 
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accomplishes insurmountable tasks. Could we learn from this, in our schools? 

Have we lost our community? Do we, as teachers, take care of our own, as 

the soldiers did? 

Those who got us involved in the war in the first place, they didn't know what 
they were actually doing with the young guys. They couldn't have. You 
know, when we were over there about four years, we had to get 
reinforcements and they'd send us all these kids. Kids. 19. And they never 
had no training at all. They had to start with us. We had to train them. It was 
for our own safety. They would just walk right into it. I had a young kid and 
when he'd hear a shell, he'd duck but I told him he had to jump, too, maybe 20 
feet either side or forward or back. I told him he had to listen to the sound of 
the shell, to tell where it was going to land. Oh, he had to learn awful quick. I 
felt like I had to be his father. And, they'd treat you like their dad, too. Just 
like our major. He was like our dad. We would have done anything for him. 
(Mr. D.) 

In one interview, the veteran related an experience with an officer who, very likely, 

saved his life: 

I never did get to fly because I didn't have a college degree. They did have a 
program after the Vietnam War got heated up and heavy, after '68 and the Tet 
offensive and they started losing helicopters in the thousands. The Army had 
a program where you transferred to them and became a Warrant Officer and 
then trained as a helicopter pilot. So me and another friend went over to sign 
up for it and the sergeant who was handling the training...he was from Poplar, 
Montana...he took us to the side and he said, "Boys, don't do that. Your life 
expectancy is going to be about 30 days." So we thought about that for ten 
minutes and said, "Oh, to hell with it." With all the rescue missions and search 
and destroy missions out in the country, helicopters got shot down pretty 
regularly. So, I didn't bother signing up for that program. I wanted to fly 
helicopters for more than 30 days. We'd have done it, too, Wit hadn't been for 
that old sergeant. (Mr. S. K.) 

For this particular veteran, the military family became caught in the middle of 

political wars, and disillusionment set in: 
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For this particular veteran, the military family became caught in the middle of

political wars, and disillusionment set in:
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I don't think there was any graceful way to end that war. The enemy was 
really beat and the war was really won on the college campuses in the States. 
You'd get GIs coming over and you'd hear how they'd be waiting in airports 
to go overseas and people would come and spit on them if they wore a 
uniform. So, a lot of them didn't give a shit, you know. They didn't care 
what was going on in the war—just go there and take care of your own ass and 
get home again. Basically, that's how it was. We were pretty dispensable guys 
but, with the group of friends I hung out with, our attitude was that you 
weren't going to take any extra risk. You'd take your job and swallow it. 
Like it or not, you'd do it and try to stay alive. A lot of those guys came back 
very badly wounded, physically and emotionally, and they came back to 
literally nothing...more like they were a disgrace to their country. The guys 
didn't start the war. They needed people to go over there and we said we'd 
go. We came back to nothing. I left after eight years. I had learned all I 
wanted to learn in the military and it was time to move on. I wanted to come 
home and get a little farm where I wouldn't mess with nobody and nobody 
would mess with me. I could do what I wanted, within the law, of course. 
And, then, I don't know what happened. I just kept farming a little bigger all 
the time. Now, I don't have time for nothing. I think I'll go back and join the 
Army or something. (Mr. S. K.) 

For those in the Second World War, however, the mood was different. It was a 

world war and, in the minds of some historians, one of those "necessary wars." This 

raises issues that even grade four children are able to question. What causes wars? 

Which wars are justified and which wars are not? Are any? Regardless of the 

reasons for war, the process itself robs society of its youth and it robs the youth of 

their innocence. Looking back, the veterans themselves do not often comprehend 

how young they were at the time of their enlistment: 

When I was over for the 50th anniversary, I went to one cemetery and there 
were 2500 crosses in the field. The ages on them are all from 16 to 
21...lcids...just kids. A whole generation of kids. (Mr. T.) 

We should always try to protect our kids. That's what I always thought. So, 
when do you stop being a kid? I don't know. I never did like the thought of 
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sending my kids off to war but when I look back at some of the pictures, I 
didn't realize that I was their age. Bunch of droopy diapers in uniform, there. 
That doesn't make much sense. I guess somebody had to go over there and do 
the job, at the time. And, there never seems to be a shortage of volunteers that 
will go. (Mr. S. K.) 

Some people were dead set against letting their kids go to war. This one 
family out where we were did not agree with my in-laws having three sons 
going active. They said the country wasn't worth it. When the boys came 
home on leave, just before they went over, these people took their kid and hid 
him in the strawpile. He was out there for I don't know how long. They had 
him in the clothes closet first. The Mounties went out and searched all over 
and eventually brought him in. (Mrs. B.) 

I think what I missed most was the freedom back home. You had to learn to 
keep your mouth shut in order to get along with everybody. And, you waited 
till somebody told you what to do. And then, you did it exactly as they said. 
(Mr. B.) 

And then, of course, there was the destruction, one of the major evils of war. There 

was an uneasiness among all the veterans as we spoke of the cruelty of the weapons 

and the refugees with nowhere to turn: 

You know, our orders were to run the tanks right through the houses. Don't 
leave anything standing. Kill everything. That's what our order was. Some of 
these women with little babies and stuff...they'd be crying and walking down 
the streets with nothing to eat. (Mr. W. K.) 

The town of Falaise, it had 156 tons of bombs dropped on it, in two days. 
Sometimes the Air Force was a help and sometimes they weren't. You take, in 
Falaise, they even bombed our own echelon. They wiped out ours and the 
Poles'. 3000 men altogether. They dropped the bombs behind the lines. They 
didn't come in far enough. Nobody ever heard about it. It was hushed up 
right away. Whether it was a mistake on the reference maps they were given 
or the guys were so scared they just dropped the damn things. Nobody knows. 
It was a bloody mess. In France, when we went in, the casualties were so bad 
the dead were stacked six feet high. We used the body wall as a shield. There 
was a hospital near us where they threw the corpses out the upstairs' windows 
because there was no room for them all in the wards. We saw things that 
scared us half to death and we had to grow up in a hurry. That's when we 
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realized why it was so important to follow orders to a T. If you didn't, well, 
you were dead. (Mr. B.) 

The saddest thing about the war is what happened to the civilian people. It 
was just terrible. When we'd have our rest and line up at the mess tent for 
food, anything that was left over, the Italians would just grab it. Sometimes 
we'd give them our whole meal. They were so hungry. Anything thrown in 
the garbage, they'd eat. I remember this one place, when we advanced in, 
there were about 150 people laying dead. We'd captured six German Tiger 
tanks which was unexpected, for them. They didn't know we were coming in 
but we saw all these people on the ground and I wondered, "Did we do that?" 
Because we did shell. But, it wasn't us. One survivor told us they were all 
coming out for some food to eat and the German trucks just opened up 
machine guns on them...just slaughtered them. It was horrible. It bothered 
me a lot. (Mr. W. K.) 

The most difficult subject for the veterans to discuss was that of the children in 

the war-torn countries. Children are the most innocent of victims who are drawn 

into something over which they have no control. Because I have observed the love 

and care my grandparent veterans show toward their young grandchildren in our 

elementary school, it was understandable that this subject would produce 

considerable emotion. The interview question that produced these unexpected 

stories focusing on children was actually worded to garner experiences about friends 

and comrades. I sensed that, for the soldiers, fighting other soldiers was in the 

game. Harming the innocent was not in the plan when they joined up: 

I was going to work one day and I was riding my bike and there was a direct 
hit on a school. People had gone there at night for safety, you know, for a 
shelter. There were shoes and little teddy bears and things...and they were 
passing these little bodies out. That was the worst thing. It's still stuck in my 
mind...all those little dead kids. (Mrs. H.) 

I saw all sorts of little kids...drilled with holes...in their mothers' arms. That 
was hard to take. We had a runner, a guy who would go ahead, into the town 
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we were going to take, to tell everyone to move out because we were coming 
through and we would take out everything in our sights. And...some of them 
wouldn't listen. They would go down in the basement and wouldn't leave. 
They had no chance at all. But, it was their home. Those little children would 
toddle right through the front lines and it was real hard to miss them. It was all 
they knew...the noise and the guns. (Mr. D.) 

My mother used to say, "Hark, bombers," and little John would run under the 
table. So when she got the vacuum cleaner out, he used to call it Nana's 
Harker Bomber, because it made a noise, you see. If you couldn't get to a 
shelter, you got under something heavy, like a table or a door. And those 
masks. My brother was just three and my mother would lay him right on the 
bed with the gas mask on. He started to stutter, and he still does. All from the 
bombs. (Mrs. H.) 

They made biscuits out of baby powder, they were so desperate. The girl I 
knew, from Holland, said her mother was quite a big woman when the war 
started. By the time it was over, she had shrunk to 90 pounds. They would be 
desperate for food, she said, and they would eat anything. They went through 
the house for something to eat and all they could find was baby powder so they 
made it into biscuits, for the kids to eat. (Mrs. D.) 

There was, too, the long haul of battle when the innocent recruits became 

hardened young men forced to accept whatever lay in their paths. Their emotions 

were dulled; they became immune to death and destruction: 

Our tanks weighted 50 tons with ammunition and everything. We had to store 
in extra ammunition because they weren't sure they could get in after us with 
more. There was hardly room to sit in them. We didn't move around much. 
We'd go hours and hours like that, the three of us in there. We'd sleep in 
there, too. When we was in the Gap we went for three days and three nights 
and had nothing to eat. We was getting pretty hungry but we got used to the 
going, going, going because there was somebody shooting at us all the time. It 
was tough going in the winter, in the cold and wet stuff. We were wet all the 
time. Our uniforms and outfit weighed 80 pounds. We had to be in good 
shape. We slept in trenches at night, if we could stop. Some of the boys dug 
holes under the tanks and crawled in there. There was heat from the engines. 
One night one of the tanks sank in the mud and killed the guys under it. (Mr. 
B.) 
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Half the time, we didn't know the date. We just kept pushing. On the last 
push through France and Belgium we went from May to August in the same 
clothes. Never had two minutes to bath, or the water. We got to stink pretty 
bad. My brother-in-law called the tanks iron coffins. I felt safer inside one of 
them, I think, except in Holland when the Germans blew the dykes and flooded 
the place. All we had to go by were telephone poles and we never knew how 
deep it was. (Mr. D.) 

Regardless of the desensitization and the on-going drudgery of the war, there 

were times when fear managed to rise to the surface. As we talked of these 

experiences, the veterans were often quiet and pensive, somewhat lost in a time 

when life may have ended in a heartbeat: 

You know, they just found that tank a few years ago. It had been under water 
for 27 years. You can just imagine how them men died. That tank was water 
proof. Water wouldn't go into it. When we hit Juno Beach they boomed us 
over the side and they were supposed to have a rope on us to point us in the 
right direction, because we couldn't see. That tank, he didn't have the rope, 
and he was heading back to England. They'd just keep on going and going. 
We were water proof for 24 feet of water. If a big wave comes over after that, 
you're done. The motor floods out and you're stalled. That's it. And you 
can't get out. You need the engine going to blow the hatch. And you can't 
radio underwater. So, you'd just sit there till you ran out of air. That was a 
scary thing, being under water. (Mr. B.) 

I never really thought about it until I was on the way overseas. I was on a 
boat, three or four days from shore with nothing but water and sky, and 
somebody said they heard there was a German sub out there. I thought, "What 
the hell am I doing out here? I can't even swim. This is stupid." And then, 
once we got to England, they were bombing every night with enemy aircraft 
and those buzz bombs. It scared us all right. Suddenly this war was for real. 
(Mr. S.) 

It was when we went up on that hill. Yes, I was scared. Really scared. It was 
the night we were supposed to go somewhere and we went up this hill, where 
we thought we were to be. We'd missed it, somehow. In the morning, when 
we woke up, we looked out and, oh, it was so nice, so we got out and we were 
going to have breakfast in this hayfield where there were all these little 
haystacks. All those haystacks started moving. They were guns. We pretty 
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near got wiped out. I was driving and it was hard from them to get an aim on 
me. Canada sure didn't mean a lot to me then. That hill...we never thought 
we'd get out of there. We had gone right through a German echelon and a 
German troop-house. That's how far we were behind the lines. We were 
ordered to stand and hold ground but there wasn't much left of us. Our 
major...got killed that morning. He was a wonderful man, just like a father. 
He cared about us. It was hard to lose him. (Mr. D.) 

In the midst of trying to keep themselves safe, there was always the added 

psychological warfare of the propaganda machine. The veteran of the Italian 

campaign showed me one of the samples of German propaganda he had kept. The 

size of a matchbook, it contains detailed descriptions of how to make yourself sick 

enough to be kept out of battle: 

They put the V for victory on it and wrote it in English. They had a projectile 
and all these pamphlets in there and they fired the shells and it had a siren on 
the thing. It sounded like something different so we all took cover. Then, 
there was the air burst and all these white things fell out, like fireworks. I 
picked up a few and kept them. They tell you how to get sick and get out of 
fighting...so they could win the war. Oh, they had all kinds of tricks. (Mr. W. 
K.) 

They used to drop pamphlets over England, you know, at night. They'd fly 
high. These search lights could pick them out but they were too high to hit. 
And, where my aunt and uncle lived, they dropped these things. In the 
pamphlets, all the dark-haired women would be be-headed and all the blondes 
would go back to Germany so they could be bred to Germans. Oh, that used 
to bother Vi. She used to sit there and her hands would be just wringing with 
sweat. (Mr. B.) 

Although these grandfathers spoke of other armies and other countries, they 

still feel that the Canadian boys were the most respected. This pricked my mind and 

I searched for thoughts of how we might approach this in school, and how we might 

arrive at conclusions for the behaviors of armies. What wonderful history lessons 
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this could involve. The narrators were virtually unanimous in their opinions: 

Those Americans weren't liked very much. When they got hit, they would 
jump out of the tank and leave it. They'd just turn off the key and go, maybe 
with just a track off. Sometimes we'd be going along and there would be all 
these tanks all over the place, like they were just doing it to litter the place up. 
But, they sure did have the firepower. (Mr. D.) 

Oh, the Canadians were much nicer than the Americans and better mannered, 
too. And more polite. The Americans kind of came over there and got the 
girls and flashed their money around. They were braggards and they didn't 
have a very good reputation. (Mrs. H.) 

I think the boys from Holland were the nicest guys but then, we liberated them. 
Now, the Russians. They were something. They were dynamite. When 
they're advancing, they've got their guns going steady. They never stop. They 
didn't stop to ask questions. They mowed everything down. Anything that 
moved. I'm sure glad they were on our side. (Mr. D.) 

It appears that wars are often won by the armies with the most effective effort at the 

appearance of power, so I listened to the king-of-the-hill stories of weaponry: 

Oh, God, yes, those Tiger tanks. The guns on them were way superior to 
ours. I've seen these tanks hit on the front of 13 inches of armour and the 
bullet would go straight through to the back. God help anyone who was inside 
and got hit with one of them. That was those big 88s. God, they were 
something. They were terrible. Those Germans were smart, all 
right. They had the best equipment. But, in the end, I guess we outsmarted 
them. It could have easily been the other way, with all the technology they 
had. (Mr. B.) 

Those bombs in Japan weren't like anything else. They were so powerful it 
made me scared. But that war would have gone on indefinitely if they had not 
dropped them. It's a hard question as to whether they needed atomic bombs. 
Couldn't they have dropped them in the country, away from the cities? If they 
would have killed the warmongers instead of the women and children, it would 
be easier to take. And, it wasn't just a momentary thing. So many people 
were left crippled and diseased with radiation, and their offspring, too. It was 
a sad thing. I don't know how you would assess that, as a human being. 
(Mr. S.) 
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The worst, of course, was yet to come in our interviews. I did not know if I 

wanted to hear about the liberation of the concentration camps. No one can ever 

forget the carnage inflicted upon humans by other humans: 

The Germans were gone by the time we got there but they had left all kinds of 
people behind...with the bones and skeletons laying about. Those people...they 
weren't living, really. They were gone. Just laying there and they couldn't 
even move. (Mr. D.) 

We didn't know what had been going on in the camps. They kept that pretty 
secretive. It was horrifying. They brought them in train loads and told them to 
take off their clothes for de-licing. There was a great big circle with chain 
hooks on it. After they had 500 - 600 people in there, they turned on the 
cyanide. They'd drag them out like firelogs, with those hooks. There were 
piles of bones, and eye glasses, twice as big as this house, and hair. They'd cut 
off their hair and it was rotting in the shelves. And the graves of bodies, just 
stacked in layers. It was awfully hard for us to believe what we were seeing. 
(Mr. B.) 

The liberation of an entire country was quite different, and the jubilation is one of the 

brightest memories of my storytellers. At the end of the war, there were also 

bittersweet victories: 

In Holland, I was walking around one day and there were these 
girls who never had any hair on their heads. They had collaborated with 
Germans and the people were beating them with sticks. So we had to put a 
stop to that. It wasn't their fault. Sometimes there was no choice but to 
collaborate or you would starve. When I was in the hospital in Amsterdam 
these young girls would come up and visit the soldiers. One said there had 
been no food to eat and they finally knew they'd die. When they went to sleep 
the one night they didn't expect to wake up. It was a Canadian doctor who 
woke them, and they thought he was God. (Mr. W. K.) 

You know, I got run over by a truck the day the war ended. Imagine that. 
They came and asked me, in the hospital, if I wanted to join the Pacific War 
and go to Japan. I said, "Do you see any green in my face?" There was no 
damn way. I wasn't going over there. I had been in h-e-1-1. They weren't 
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going to use me for cannon fodder again. I guess that isn't very patriotic. Let 
the ones go who start these wars, the bastards who make all the money. (Mr. 
W. K.) 

After awhile, I didn't think the war would ever end. But when the end came, 
we knew about four days ahead. It was pretty hard to go in the front lines and 
stay there. The night they called `er off we were going to offer support 
crossing a creek and we had dropped the guns way down a foot over our 
heads. I was on the radio. A call came in for all NCOs and officers to report 
to headquarters immediately. When the Sergeant came back he said, "She's all 
over, boys. They give up." Then Sawchuck...he used to be in Regina and he 
died here about two years ago...he walks over to me and he says, "Barnie, 
what the hell are we going to do? We're out of a job." I later volunteered for 
the Pacific, mostly to get the two months leave back in Canada. I don't know 
what my job would have been but I just wanted to help out as much as I could. 
We kept going because of the boys we lost and left behind. If we had quit, that 
would have meant giving up on them. See, those boys that were with me, they 
were closer to me than my own family. (Mr. B.) 

Coming home was not always everything the young veterans imagined. There 

were changes. Some had left girls behind, like the man Mrs. H. eventually married: 

I thought a long time before making my decision to come. Joe kept writing me 
all the time, begging me to come. I'd get six or seven airmails a week. He 
couldn't live without me, he kept saying, and I missed him terribly. When I 
decided to come, it was so depressing because the ships were booked solid for 
two years. But, my mother said, "I don't want you so far away but I'll give 
you the fare to go by plane. That will be your wedding gift." So, little John 
and I came by plane. He was so excited he kept jumping up and down and 
saying, "We're going to see Daddy Joe! We're going to see Daddy Joe!" 
(Mrs. H.) 

Thoughts of the damage inflicted overseas still plague war veterans half a 

century later: 

I was wise by the end of the war. I finally knew what I had got into. ...I don't 
know if I shot anyone or not, all during the war. There were so many guns 
going at the same time. It's very nice not to know. But, maybe I killed 
thousands. I'll never know. (Mr. D.) 
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And, hard feelings still remain about the treatment from those who took the best 

years of their lives: 

We had to forget a lot of things when we came home, about defending 
ourselves, about being angry, and surviving. A lot of the guys had a problem 
with it and got into fights and things. Some ended up in jail. We had just 
spent the best part of four and a half years training how to kill people. What 
did the Army think would happen when they push you that long, bring you 
home, and turn you loose? Suddenly, there's nobody to give orders. (Mr. B.) 

When we got back we felt like we owned the world. ...But it was so quiet. 
We'd jump at every little noise. We were so used to just jumping fast, and 
sleeping in our clothes, and crawling, and taking those pills so we'd last for 
two or three days. We used to go for days and days without sleeping. Those 
pep-pills kept us slap-happy. They fed them to us all the time. We weren't 
afraid of nothing. It was likely the only way to deal with it but I don't think we 
were healthy. (Mr. D.) 

I can remember when we hadn't been married long and Joan was just a baby. 
The fair was on and I had gone to the store and he was taking care of the baby. 
When I came in, here he was, on the couch, with a pillow over his head and he 
was covering the baby. He was yelling, "Get down, get down, don't you 
realize they're shelling!" And I said, "That's the fireworks, John." I guess 
he'd been sort of dozing or something. I thought...well...I wasn't too sure 
what I'd married. It kind of upset me. He was so out of control. But it 
passed as soon as I said, "It's the fireworks." (Mrs. D.) 

It used to make my brother mad when he came back from overseas and he'd 
see some of these farmers who had never budged off the farm and they were 
making good...and had made good off the war and they'd stand up after 
getting a drink under their belt and say, "I'm a self-made man!" I don't know 
if you identify with that, but Walter would say, "Like hell they are. They're 
not self-made at all." They took such credit for their successes...like, they 
really dug. (Mrs. D.) 

You see, when I came back, I thought I'd like to farm. But I couldn't get any 
help with buying a farm. The farm boys could get all the help they wanted, if 
their parents were farmers. So things were not equal. Some of us got nothing 
and it made you feel like you were no good. If we had had the same chances 
when we got home, we could have done other things in our life...farmed...had a 
bigger farm...had more money...helped the kids more... Some of the veterans 
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still have a great deal of hostility about the fact that they didn't qualify to be a 
farmer. (Mr. D.) 

There were those returning home who knew they would never again go to war: 

When I got back after the war, I said I was never going to leave the North 
American continent again, and I kissed the ground. I've been to the States but 
not off the continent. (Mr. W. K.) 

And, there are those who have developed thoughts about the war-makers 

themselves: 

I don't know if I had any firm opinions of the government before I went. One 
thing I don't like about war is that everybody was so poor and we never had 
money for nothing and the war broke out and we suddenly had money for 
everything. That used to bug me a bit. Money for everything to do with the 
war. They get talking now about all these deficits and every once in awhile 
they'll get some old guy like me who phones in on the radio and says, "If war 
broke out tomorrow, we'd have all the money we needed to do this and do 
that." (Mr. S.) 

While the words continued to flow, my mind grappled with the images created 

by these participants who reached into their past for me, a past of another world 

where boys had become men overnight. The only way we truly "know" is through 

example and by what other people have done, a somewhat daunting epistemological 

position, for to make sense of their realities and their interactions with each other 

does not appear to be a simple task. Nevertheless, how refreshing and how 

satisfying the end result will be. Listening to the grandparents' stories of struggles 

and questions and decisions has shown me a new face of research. The 

soul-searching and personal growth they experienced produced new perspectives for 

the listener in me as I began to look for commonalities and themes in these personal 
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histories. The next stop was to correlate those reflections in the search for the peace 

education values underlying the stories. 

At the New York Vietnam Veterans Memorial which was designed in a 

"writing wall" concept, 83 excerpts from letters are inscribed on the glass-block 

wall. Two banner statements read as follows: 

And in that time when men decide and feel safe to call the war insane...take 
one moment to embrace those gentle heroes you left behind....One thing 
worries me--will people believe me? Will they want to hear about it, or will 
they want to forget the whole thing ever happened? (Blatti, 1987, p. 15) 

I do not believe we can ever "forget" for, if we do, we may never learn to re-shape 

our future. 
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5. SUFFER THE LITTLE CHILDREN: PEACE EDUCATION 

I am convinced that if we are to get on the right side of the world revolution, 
we as a nation must undergo a radical revolution of values. When machines 
and computers, profit and property rights are considered more important than 
people, the giant triplets of racism, materialism, and militarism are incapable 
of being conquered. 

(Martin Luther King, cited by Lown & Chazov, 1986, p. 214) 
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.4t• -• 
One of the Big Guns, a howitzer demonstrates an exercise 
somewhere in France, 1940. (Collection of E. Mealing, 1997) 
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Peace Education Defined. 

Since wars begin in the minds of men, it is in the minds of men that the 
defenses of peace must be constructed. (Constitution of UNESCO, 1945, 
cited by Lown & Chazov, 1986, p. 247) 

Traditionally, education has been associated with the young, while peace has 

been the responsibility of their elders; however, the unleashed power of 

technological development has produced threats to mankind's very survival, 

resulting in new ways of thinking no longer concerned with simple armies and 

weapons. New images like "nuclear winter, radiation fallout, and nuclear meltdown" 

remind us that both war and peace are largely controlled by political, military, and 

industrial leaders and that the process of education for peace now rests on society as 

a whole (Lawlor, Prucell, & Stutt, 1987). 

In distinguishing between education for peace (where education may begin 

with the previous generation in preparation for succeeding generations) and 

education about peace (where education is undertaken by the school as a means of 

informing the immediate generation), we should first examine the varied meanings of 

the word "peace." In the minds of many people, peace is but the cessation of 

conflict yet, in a global context, peace must be envisioned to include, as defined by 

Betty Reardon: 

...a complex of specific political, economic, and social changes that make the 
world in some part more just and increase the areas of agreement among 
nations and peoples...based upon the recognition that the Earth is a single, 
interdependent system, with one common future, and that all people belong to 
one species, have the same fundamental human needs, are endowed with full 
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nations and peoples...based upon the recognition that the Earth is a single, 
interdependent system, with one common future, and that all people belong to 
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human dignity, are entitled to...human rights, and share a common interest in 
the future of the Earth. (1993, pp. 4 - 5) 

No longer does peace address violence alone. It must now recognize indirect or 

structured violence. 

War, being a conflict of values between two factions, is explained rather well 

by Howard Parsons when he explains: 

War...is a physical expression of conflict between two persons...families...a 
person and society...citizens and the police...workers and owners...large 
groups...nation-states, or alliances of nation-states. (1969, p. 56) 

With the use of propaganda relating to physical weapons or psychological warfare, 

these conflicts lead us to the problem of dealing negatively with the elimination of 

injury and destruction and positively with the idea that peace can develop healthy 

avenues of dealing with differences in value. If the pursuit of conflicting values leads 

people to hostilities, it follows that the root of conflicting war lies with men, and 

therefore, in order for wars to be understood or altered, the agents of war, men 

themselves, must take responsibility for their own role in making wars and deal with 

the issues of military superiority, conflict mediation and resolution, personal peace, 

world order, and power relationships (Parsons, 1969). 

In the long and respectable history of peace education, the work of the United 

Nations initiated much discussion about the connection between education and peace 

and the use of schools in the early part of the century as initiators of militaristic 

programming. The mid 1950s saw the end of the Korean conflict and the 

publication of the work of peace researcher Theo Lentz (1961) who pointed out the 
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value of peaceful cooperation as well as the prevention of war. The 1960s ushered 

us through Cold War politics, "developing countries," the fears of nuclear holocaust, 

and the beginnings of domestic unrest on the home front--as well as the setting up of 

peace research institutes in Norway, Canada, and India, and the provision of peace 

programs in many American universities. During the early 1970s, while the focus on 

nuclear armament overshadowed the growing rich-poor gap among nations, the 

formation of the International Peace Research Association began to enlighten 

educators about issues dealing with peace, justice, and human rights. The 

emergence of Norway's peace researcher, John Galtung, and Brazil's peace activist, 

Paulo Freire, led to the ideas of positive peace and human coexistence in the 

politically conservative 1980s. Underlying structured and social conditions of 

human interaction became the foundation of the "one world, or none" approach of 

peace education. As disenchantment with changing governments and economics of 

the postmodern world led to the new global expression of "holism," or universal 

change, the emphasis shifted among peace educators to the concern for personal 

peace. The end of the Cold War, the fading influence of communist power and 

ideology in Eastern Europe, and the changing economic relationships between 

countries worldwide have forever changed our view of the world (Burns & 

Aspeslagh, 1996; Haverluck & Bilon, 1990; Prasad, 1984; Vriens, 1990). 

The "outbreak of peace is a real threat to the peace movement," writes Lennart 

Vriens (1990, p. 12), as he refers to the end of the Cold War. As the politically 

influential mass organization of pacifism is losing ground, Vriens warns that, while 
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people may assume the work is done, there is continuing concern to address the 

peace issues of our time. The 1990s are addressing the "hidden curriculum" or 

making society a safe place to exist, to battle the invisible enemies of poverty, family 

violence, unemployment, and racism. Content has become less important than the 

pedagogy of who is educated, by whom, and for what reason, argue Burns and 

Aspeslagh (1996), a thought shared by Vriens (1990) who believes that peace 

education can contribute to creating a better world. 

In our present-day world, we are faced with the problems of the re-growth of 

nationalist, antisemitic, racist, and fascist ideas in the dismantled, unstructured Soviet 

Union. In addition, we are challenged by the profit-at-all-costs economics of first-

nation countries, as well as the ecological assault on the health of our planet. Vriens 

(1990) insists that we must truly understand the implications of moral peace 

education standing for a really humane life that respects the creative, cooperative, 

and spiritual life for every human being who will pass on those ideas to future 

generations. In a comprehensive overview of the challenges of the coming decade, 

Vriens (1990) emphasizes the importance of our addressing the following issues: 

• the worship of technology over human values and morals 

• the formidable threat of military development 

• the exploitation of our earth as merely a source for raw materials rather 

than a balanced life system 

• the opportunity for world wide social justice provided by the reduction of 

armaments 
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• the loss of the spiritual philosophy of life and the concern for world-wide 

solidarity with the poor 

• the backsliding to inhumane philosophies in newly-free Eastern Europe. 

To answer the mighty question of, "What is peace education?" there are a 

multitude of valuable alternatives offered by dedicated international peace 

researchers who have advised us to be aware of the task we face. Ake Bjerstedt 

(1990) has compiled an impressive summary which might be condensed to the 

following: 

Peace education is a step-by-step transformative process in education that must 
address conflict resolution, interpersonal dynamics, the need for respect, and 
cooperation and democracy that focus on social justice, the violation of human 
rights, oppression, and environmental destruction. With the idea of developing 
skills, attitudes, and preparedness for action through education, children can 
make a difference in the world. 

It is reduced to one common element: caring for other people. For the duration of 

the 20th century, social reformers have considered the education system as the basis 

for creating a more peaceful society, with a strong commitment to caring for others. 

Over 50 years have passed since the last world war; 20 years separate us from 

the end of the Vietnam conflict. Veterans from these wars, the grandparents of 

children in the school system today, share their views of peace, freedom, and peace 

education: 

You don't realize what peace is unless you're going out there to get killed. 
And we didn't think we were going out there to get killed; we knew it. We 
knew we were dispensable. Hell, that was no problem. They'd have 
somebody else in there right away. They brought them in every day. Life 
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wasn't worth too much to them. (Mr. B.) 

For me, freedom means to do what you want, to speak as you want, without 
someone overhearing it and getting the wrong ideas. I think it's a freedom of 
lifestyle. And it means no more wars. Just everybody living peacefully 
together. If the kids had to ever go through a war and see what war has done, 
they would never, ever want another one. They have never had to say 
goodbye to someone and know, when that person leaves, they might never be 
coming back. They don't fully understand it. A lot of kids, and that upsets 
me, don't know what Remembrance Day is all about. I think that's dreadful. I 
think we're lax and don't tell the kids enough about it. If you don't learn 
about wars, how can you prevent them? War makes you appreciate what you 
have. There are men who fought for their country. They gave up their youth 
and their dreams. War is a most painful thing. These kids growing up, they 
have to prevent another war. The first step is loving thy neighbor, I think, and 
sharing. And not looking for everybody's shortcomings but for the good side. 
When Joe and I went to Europe and visited the cemetaries, I thought, "What a 
useless waste of life, all because people can't get along." And Joe thought, 
"There, but for the grace of God, go I." And, the mothers. You bring your 
son up and then lose him to something so futile and useless as war. It's just 
gun fodder. That's all. It's always somebody's children. (Mrs. H.) 

Young people can be brainwashed, too, don't you think? You can drill the 
hatred right into them. Can you teach them to be friends, to be loving to 
everybody? Do you think that would work, if they cared about each other? 
(Mr. W. K.) 

When you teach kids about peace, tell them to be smarter. Read more. Study 
history. Be their own person. Don't be influenced by other people. Don't be 
ashamed to follow their own mind. After World War II the Americans had one 
of the largest standing armies in military equipment, intact. Do you think the 
rest of the world wouldn't turn to them to be the world's policeman? Its 
divider? You know, I know a lot of Americans and they don't feel any 
different than we do. I think there will always be someone who can manipulate 
the minds of people. And there will always be simple-minded people who will 
do anything for power or glory. The shock of the situation once they are there 
may be enough to change their mind, but then it's too late. (Mr. S. K.) 

Peace is a little bit of heaven, don't you think? (Mr. W. K.) 
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Peace Education and Social Responsibility. 

If there is right in the soul 
There will be beauty in the person; 

If there is beauty in the person, 
There will be harmony in the home; 

If there is harmony in the home, 
There will be order in the nation; 
If there is order in the nation; 
There will be peace in the world 
(Lao Tzu, cited by Drew, 1987, p. 81) 

Effective peace demands personal commitment for even if we can avoid war, 

we are still faced with an intolerable level of violence in our everyday lives. The task 

of peace education involves non-violence, empowerment, critical thinking, and 

global awareness. As the war rages in the destruction of humanity's inner world, the 

unprecedented values crisis affecting the avenues of today's society challenges 

traditional militaristic and sexist institutions by encouraging Gandhi's beliefs in the 

transcendence of the power of good, of morality, and of the human spirit; however, 

development of a truly human community requires an education toward the 

wholeness of love and cooperation (Haverluck & Bilon, 1990; Ikeda, 1987; 

Reardon, 1996). 

Beneath our mask, according to Jean Elshtain (1997), there is a yearning for 

community that remains unfulfilled in the self-destructiveness of western culture. 

Feminists would argue that inequity between fatherhood and motherhood sets the 

scene for militaristic cultures of aggressive masculinity that leave no room for the 

feminine values of caring and nurturing. Pedagogy that focuses on justice and 
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development issues must emphasize women's experiences in "intergenerational 

responsibility and nonviolent resolution of conflict" (Noddings, 1991, p. 70). To 

continue, feminist and peace activist Betty Reardon writes: 

Women's views of global security might be summarized as a world in which all 
the Earth's people could live with four fundamental expectations...first, that 
our planet will continue to be able to sustain life...next, that the basic needs of 
life will be met...third, that human dignity and integrity will be 
respected...fourth, that the life and well-being of the Earth's peoples will not be 
harmed as a consequence of imbalanced security policies, preparation for war, 
and armed conflict. (1993, pp. 22, 23) 

According to Noddings (1992) and Reardon (1993), women do not believe 

that war is biologically programmed in mankind; women do not believe that 

aggressive behavior is evolutionary; women do not believe that war is caused by 

instinct. Women do believe that people can invent peace just as people invented 

war; women do believe that responsibility for ourselves and for others are connected 

to caring for the environment. 

How does all this apply to education? Noddings (1987) believes we need to 

include feminine interpretations of history in our curriculum. In addition, we lack 

attention to self-knowledge. We must include, through critical thinking programs, 

studies to understand the manipulation of people into doing evil to other people. 

Students need to critically examine the warrior model in order to use its merits to 

promote a less violent way of living with others. Children would do well to listen to 

what their grandparents have to say about the origins of war: 

Money can be such an evil thing when people get too much of it. It can start 
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wars. But, I think starvation will start a war quicker than anything. People 
can only be starved so far and they'll fight. For something to eat. (Mr. J.) 

It starts from greed. Plain old greed. Like that woman we talked to in 
Belgium, the German doctor. She said when Hitler took over he done a 
wonderful job because people were starving and there was no work. He put 
everybody to work and, then, he got a big head. The war got out of control. 
In the 30s he had taken this younger generation of men, the Hitler youth, and 
trained them into the SS troops. Well, the way you're trained is the way 
you're gonna' be. (Mr. B.) 

At least Canada isn't going into foreign countries, trying to overthrow 
governments, and trying to establish their own philosophy. I really have a lot 
of respect for Canadians because they have done that. They do go as 
peacekeepers but I think Canada is known over the world for not having that 
kind of aggressiveness. Canada is not like the States. We don't have to feel 
like the world's policeman. (Mr. S. K.) 

Peace Education and the Curriculum. 

If we are to teach real peace in the world we shall have to begin with 
children; and if they grow up in their natural innocence, we won't have to 
struggle; we won't have to pass fruitless ideal resolutions, but we shall go 
from love to love and peace to peace, until at last all the corners of the world 
are covered with that peace and love for which consciously or unconsciously, 
the whole world is hungering. (Mahatma Gandhi, cited by Drew, 1987, 
preface) 

What do we tell the children? Opinions are varied. At a very early age, 

children are capable of behavioral training, conflict resolution, and of understanding 

self and interpersonal dynamics, and the need to respect people and to work with 

them. In a broader sense, we must provide for more knowledge about history and 

geography, for ethnocentrism is a leading cause of negative images and unrest 

(Halpert, 1990). Because of the pluralism of western culture, it is essential to 

encourage a value disposition toward selflessness, empathy, tolerance, and 
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brotherhood. We are assured (Lasley, 1994) that it is necessary to understand the 

ways in which personal or group extremes initiate social unrest. In describing the 

merits of nonaggressive people, Lasley informs us that hunter-gatherer cultures, for 

example, exhibited certain characteristics of nonaggressiveness, responsibility, 

cooperation, and care in their child-rearing practices. Without question, these traits 

have merit for impact on our society. As Colin Powell advises (cited by Clark, 

1997), it is time to start thinking as a family, by learning to stop hurting and 

criticizing, and start caring and sharing. The idea is reinforced by Griffin (1992) who 

stresses that simple common sense can promote union with others. 

In our ever changing relationships with multicultural issues, we sense the 

gamut of emotions ranging from confusion, reluctance, fear, antagonism, sympathy, 

patronization, tolerance, respect, to acceptance. Global education is meant to 

enlighten students with knowledge of other people and their cultures, to reduce 
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suffer from negative feelings about their culture (Pauls, 1996). The result is often an 

absence of self-esteem and identity with anything positive. Noddings (1992) 

suggests that solidarity can grow simply by studying together the histories of our 

cultures. 

Multicultural studies and experiences must be incorporated throughout the 

educational curriculum rather than marginalizing a study to produce pieces. We tend 

to freeze things in terms of other cultures and create a "thing" rather than trying to 

keep it alive. The accompanying danger is that we point to a certain group of people 

as victims. What is it that our children are really learning? What is it like to be a 

minority? What is it like to be privileged by the color and accident of your birth? 

Who are we in our own country? How we view power, responsibility, and esteem 

plays a big part in who we are. Recent developments in society point to increased 

levels of racism interwoven throughout the conflicts of our culture (Stomfay & 

Hinitz, 1996). The appreciation, respect, and tolerance for cultures may be an 

impossible dream in many schools where parental and community attitudes foster 

misconceptions and stereotyping. Martin Luther King, Jr. once stated: 

We have flown in the air like birds and swum the sea like fishes, but have yet to 
learn the simple act of walking the earth as brothers and sisters. (Cited by 
Stomfay & Hinitz, 1996, p. 4) 

The legacy of war and militarism has left us with the task of peace education, 

conflict resolution, and violence prevention in today's culturally diverse schools and 

society. Working and living together in peace and mutual respect is the ultimate 
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challenge for multicultural education. 

"When we were young, it was perhaps reasonable to limit education to the 

three Rs, but today all children need exposure to a fourth R: (social) Responsibility," 

warn Hammond & Collins (1993, p. 11). The concern is voiced that children must 

learn the skills necessary to overcome the oppression that often appears to be a 

given norm within society. 

A truly comprehensive peace education should begin with parent education 

and, shortly after, with preschool and kindergarten teachers who can reinforce group 

and communal relations, caring, and cooperation through an aesthetically nourishing 

atmosphere and an emotional climate of love and nurturance. In elementary school, 

it is necessary to establish the development of individual responsibility and the 

maintenance of a peaceful and equitable social order. Throughout these early years, 

teachers need to be very clear about their own values and moral basis, for their duty 

is to enable children to value, to respect, to trust, and to appreciate themselves and 

each other (Reardon, 1988, p. 4). 

Nel Noddings (1992) talks of the issues that motivate children to do the things 

they must be able to do in order to live productive and acceptable lives. The 

scheme, she says, must draw attention to attitudes and concerns about care for self, 

others, and nonhuman life, as well as human-made objects and ideas. Noddings 

prefers shared living, development, and responsibility as we respect our children and 

the lives they will lead as adults. She believes students and teachers need each other 

to complete the circle of care. 
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In the few school divisions where specific secondary peace education programs 

have been offered, the curriculum covers five areas (Valett, 1991): preservation of 

the earth's resources, global perspectives in education, conflict resolution skills, 

peacemaking strategies, and understanding nuclear issues. Suggestions for 

elementary programs and teaching skills in peace education should include the 

following (Fletcher, 1986, p. 4): 

• Communication 

• Conflict management and nonviolence 

• Cooperation 

• Social responsibility 

• World view expansion 

• Responsible consumerism 

• Historical perspective 

• Earth-keeping. 

After considering the issues of what a peace education curriculum should 

include, Colman McCarthy raises an important question: 

If peace is what every government says it seeks, and peace is the yearning of 
every heart, why aren't we studying it and teaching it in schools? At 
commencement, graduates are told to go into the world as peacemakers. Yet 
in most schools, peace is so unimportant that no place is found for it in the 
curriculum. (1992, p. 6) 

Stephen Lewis, at the United Nations, supported this point when he said: 

It is a mockery that education in the issues of peace is not an automatic part of 
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every curriculum....How ironic it is that Driver Education, and Sex Education, 
and Education on Drugs--all of them worthwhile...have an absolutely 
fundamental place in the school system, but Education for Survival does not. 
(1987, p. 193) 

Studies conducted with students who have successfully participated in peace 

education classes state that value orientation leans toward compassion, 

internationalism, pacifism, and egalitarianism (Harris, 1991). If the aims of peace 

and environmental education involve certain attitudes and adjustments concerning 

respect for human rights and basic needs, the task and commitment is indeed 

ambitious. Changing traditions of society is never easy but, in the words of 

Wahistrom (1992, p. 23), "We may have chaos in our minds, because we, who have 

made the patient ill, must become healers." 

Credit must be given to the many peace activists who, over the years, have 

continued to raise our awareness of the global conditions that threaten our future 

generations and, now, in our schools, communities, and homes, the domestic battle 

for survival. Willard Jacobson (cited by Reardon, 1988b) spoke to the world body 

of educators when he said, "Education can be defined as working with people, 

young and old, to prepare them to live in the future. The future may be bright. It 

may be gray. But, most importantly, we must ensure that there will be a future." 

A few months ago, a friend and I talked of children and peace and the meaning 

of care within the community. My friend expressed her feelings about the value of 

her experiences in learning to appreciate her ancestry, particularly in respect to the 

knowledge available through the previous generations: 

111 

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission. 

every curriculum....How ironic it is that Driver Education, and Sex Education, 
and Education on Drugs—all of them worthwhile... have an absolutely 
fundamental place in the school system, but Education for Survival does not. 
(1987, p. 193)

Studies conducted with students who have successfully participated in peace 

education classes state that value orientation leans toward compassion, 

internationalism, pacifism, and egalitarianism (Harris, 1991). If the aims o f peace 

and environmental education involve certain attitudes and adjustments concerning 

respect for human rights and basic needs, the task and commitment is indeed 

ambitious. Changing traditions of society is never easy but, in the words o f 

Wahlstrom (1992, p. 23), “We may have chaos in our minds, because we, who have 

made the patient ill, must become healers.”

Credit must be given to the many peace activists who, over the years, have 

continued to raise our awareness of the global conditions that threaten our future 

generations and, now, in our schools, communities, and homes, the domestic battle 

for survival. Willard Jacobson (cited by Reardon, 1988b) spoke to the world body 

of educators when he said, “Education can be defined as working with people, 

young and old, to prepare them to live in the future. The future may be bright. It 

may be gray. But, most importantly, we must ensure that there will be a future.”

A few months ago, a friend and I talked of children and peace and the meaning 

of care within the community. My friend expressed her feelings about the value of 

her experiences in learning to appreciate her ancestry, particularly in respect to the 

knowledge available through the previous generations:

1 1 1

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



You know, everything is done in a circle, all together, as a sign of working as a 
team. My aim is to learn more about how to get people working together as a 
community. See, that's what our medicine wheel is all about. We have one 
big wheel made up of four colors, to represent the races on earth, the different 
human groups. The native people believe we work as a community. That's 
how they were brought up. Each person in the community has a specific job 
that helps the community run. Everything they did, in the old days, had a 
meaning. There was teaching going on all the time. The elderly people were 
still contributing by helping the younger ones learn, so there was a connection 
with the older ones. That's one of our problems today. We've got away from 
that connection. People are just aimless, out for themselves, and so self-
centered. We're trying to teach respect and do things for everybody, not just 
ourselves. There doesn't seem to be any caring anymore. And, people are so 
messed up themselves they can't take care of anyone else. You have to be at 
peace with yourself before you can go out and help others. You have to 
accept who you are and like yourself before somebody else will come and 
respect you. Those are the things the elders try to get across...if anyone wants 
to listen. (Marquita, 1997) 
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6. PEACE IS A LITTLE BIT OF HEAVEN: REFLECTIONS OF A 
LISTENER 

Would that I could be the peacemaker in your soul, that I might turn the 
discord and the rivalry of your elements into oneness and melody. But how 
shall I, unless you yourselves be also the peacemakers... 

(Kahlil Gibran, cited by Drew, 1987, foreward) 
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Giving a drink to a wounded soldier on the quayside. 
(Collection of E. Mealing, 1997) 
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The Cry For Help. 

No one is as capable of gratitude as one who has emerged from the kingdom 
of the night. (Elie Wiese!, cited by Miller, 1994, p. 169) 

It was late one night when I completed the last portion of research I had been 

working on. The thoughts and the feelings that had been with me during the weeks 

of reading and the days of writing had caused me to look at each little person in my 

classroom in a different way. I could see the weaker kids, the behavior problems, 

the multi-parent children, those with no lunches, those who had not had breakfast, 

those who were on the bus at outrageous hours of the morning...and I could see 

them all smiling at me, waiting for me to enliven their day. 

The next morning there was a sense of introspection with me as I walked into 

the school and it was a few minutes before I noticed the silence in the building. 

There had been another suicide early that morning. 

Bobby had spent nine years in our school. All his brothers and sister were still 

with us, one in my classroom. Bobby was in high school, in the same grade as my 

daughter. He shot himself in the shed, and his mother found him. 

My daughter phoned me from her high school; the tears flowed. Bobby was 

her friend, too. 

Just a few short months ago, one of our grade eight students ended his life and 

the overwhelming grief that hit our staff forced us all to examine the reasons why 

this terrible malady consumes teenagers. Now, it had happened again. 

In the last two years, suicide has touched our school many times. Two young 
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adults, former students of ours, took their lives. A teacher's sister-in-law gave up on 

life. A teacher's father, with no sign of problems, picked up his gun and used it one 

last time. The father of one of my grade four students left the family last fall. Just a 

week before we lost Bobby, a local policeman, known to many of us, decided not to 

live any longer. 

I think of what I have read about caring. Bobby needed caring and, for some 

reason, he did not know where to turn. When I looked into the eyes of my students 

that morning, I wondered if one of them would one day be another victim of this 

senseless societal war on children. In talking with one of my research participants, 

the gentleman said: 

When we were at war we knew who the enemy was and we faced each other 
fully armed. We played by the rules, I guess, even if there were pretty awful 
rules. These kids today...they live in a battle scene every day but their enemies 
are in their heads. They're like lost souls. (Mr. H.) 

Sometimes I do not know what to do. It seems, more than ever, we simply 

have to open our hearts and be ever vigilant of these children who require care. I 

just wish Bobby had known he had friends who cared. Most of all, I want to quit 

burying kids. And I want to stop seeing the faces of the mothers of these kids as 

they stand in a cemetery trying to comprehend what has happened in their family. 

There must be a way to make these children aware of the value of life and their 

essential role in it. 
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No Choice But to Care. 

Code of Ethics of the Saskatchewan Teachers' Federation 

Commitment to the Student 

a) to deal justly and considerately with each student. 
b) to respect the right of each student to form his or her own judgment based 

upon knowledge. 
c) to encourage each student to reach the highest level of individual 

development. 
d) to seek constantly to better serve the needs of students... 
(Saskatchewan Teachers' Federation, 1997b) 

There was a day, many years ago, when I set out on my teaching career armed 

with unbelievably detailed teaching manuals, never-ending workbooks, abundant 

though outdated textbooks, and totally structured schools. Time was not in short 

supply. Social activities abounded. Life was wonderful. The teaching profession 

had very definitely been the correct choice. No thought was given to developing a 

theory or ethic of teaching because, in those days, the teaching manuals provided 

step-by-step instructions. No thought was given to teaching strategies or alternative 

instruction methods because, in those days, a grade was a grade. No thought was 

given to the ethic of care because, in those days, no one seemed to require acute 

care. No thought was given to 30 years of teaching because, in those days, it was 

inappropriate for females not to marry and to have children. No thought was given 

to a future of balancing marriage, children, home life, and teaching because, in those 

days, working mothers were uncommon. In those days, teaching was easy. 

Looking back upon that first year of my professional life, I find it difficult to 

believe how successful it was. Perhaps the real reason for the success was the, 
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seemingly, uncomplicated world we lived in. Had I been able to foresee the future's 

fractured societal and school environments, life's uncertainties, the economic 

pressures, the media influence, the technological advancements, and the endless 

ethical decisions to make, I doubt very much that teaching would have remained my 

goal in life. That has not transpired, however, and here I am, still in the classroom, 

wondering if it will be "happily ever after." 

The advantage for me, in determining my position as a teacher, is that I have 

many years from which to draw upon. Those 20 years have continued to shape my 

evolution as a teacher. There is a never-ending bond with that first year and those 

first students but the professional innocence and naivety are long gone. Many 

classes have come and gone; many theories had set and curdled; many personal 

traumas have arisen and departed. Today, rather than finding myself with one sole 

hypothesis of teaching, I have discovered that the profession requires us to 

continually change to meet the increasing needs and demands of a fast-changing 

society. No longer is that "teaching manual" as effective as it once was. Today, I 

know I am a far more comprehensive, competent, and holistic teacher. Experience 

and the passage of time have forced me to accept a new way of thinking, a new 

brand of students, a new means of parenting, a new era of administrators, and a 

rational ethical thinking that goes beyond personal beliefs and values. I share the 

thoughts of Madeline Grumet (1988): 

If we think of teaching as an art, then we have a responsibility to be the critic 
as well as the artist, parent as well as child....To teach as an art would require 
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thoughts of Madeline Grumet (1988):
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us to study the transferences we bring to the world we know, to build our 
pedagogies not only around our feeling for what we know but also around our 
knowledge of why and how we have come to feel the way we do about what 
we teach. (p. 128) 

Moving from the early theoretical prescriptions of teaching methods toward 

the experiential, hands-on theory of today's classroom has cemented an underlying 

core within me. Always, regardless of the changing external influences, I have 

believed my goal is to develop in every child a love of learning and a desire to give 

their best effort. There is no boundary of how good you can be. Taking risks brings 

the joy of doing what you think you cannot do. 

The foundation of my own love of learning is the never-to-be-forgotten 

teachers of my earlier school years who demonstrated their enjoyment of what they 

taught and, in doing so, lit the fire within me. Now it is my turn to pass the torch. I 

have learned to develop my own comfort perimeters and I have learned to appreciate 

a gentle, caring, and safe atmosphere. A sense of personal values has surfaced time 

after time as I have tried to share my thoughts about ethical thinking in order that the 

students might lead morally responsible lives together as a class. Knowing what 

ethics is all about develops concerns about right and wrong, what is good, and what 

kind of person is a good person. As society has changed and families no longer 

provide the stability of years ago, teachers now have a responsibility to become 

parents to their students--in loco parentis--and, in doing so, to offer the nurturing 

and guidance and love often missing at home, and to aid in the development of moral 

judgments that will tell them what to do and what not to do. These kids belong to 
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someone. There is a mom or a dad who has placed trust in me to do the right thing 

for their child. Every child has an intrinsic worth and we have a duty to accord them 

the same kind of treatment we would expect someone to accord a child of ours. I 

want the children in my classroom to like themselves, to be self-confident, to have 

great hopes and to feel that nothing is impossible. Ruth Viguers expresses this most 

effectively when she says, "Children are not born knowing the many opportunities 

that are theirs for the taking. Someone who does know must tell them" (Miller, 

1994, p. 306). 

In retrospect, I would say I have tried to be congruent with my beliefs, my 

actions, and my values. During the years I have probably come full circle in my 

theories of pedagogical practices. I did not "love" my kids that first year. They 

were fun and I enjoyed them but my emphasis was to pour knowledge into their 

heads. I have now learned to respect kids, to like them, to enjoy their laughter, and 

to see them first as a child in need of guidance rather than a learning receptacle. 

Unfortunately, much of what we see in schools today often makes it difficult to 

love those kids. The disrespect, the verbal language, the low self-esteem, the 

inappropriate behavior, the disinterest in school, the apathy of teachers and 

administrators, the helplessness and ineffectiveness of parents, the media 

bombardments...all contribute to extreme stress for me as well as my colleagues. 

We have become psychologists, social workers, counsellors, policemen, and, most of 

all, parents. As Beatrix Potter wrote, "I am worn to a raveling" (cited by Miller, 

1994, p. 244). 
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Hearing a small excerpt from Socrates has made me realize that the challenge 

of teaching has always been "playing the cards we are dealt." Socrates wrote, 

"Children today are tyrants. They contradict their parents, gobble their food and 

tyrannize their teachers" (Friesen, 1996). How refreshing to know they have not 

really changed. Like a bird, we must puff up our feathers to exclude the cold and 

over-demands. I have learned I cannot be an island unto myself. I have to be part of 

the continent, willing to ask for help and willing to learn to receive. Grumet (1988) 

warns, "None of us knows alone" (acknowledgments). She goes on to advise: 

The danger is that a room of one's own becomes a bunker. It becomes a place 
where we quietly sabotage the skills program without releasing the methods 
and meaning that we have devised so that they may attract attention, stir 
comment....We teachers hide the work we care about in our classrooms just as 
artists stack it in their attics. (pp. 91 - 93) 

Through critical reflection I have revisited my beliefs about schooling. It should 

mean growth; it should focus on the learner as an experienced individual; it should 

develop individual differences in students; it should be concerned with the needs and 

interests of the "whole child," it should foster cooperation; it should mean behavior 

is a shared responsibility; it should mean teachers are guides and advisors. I have 

found many opportunities as I have found my way through the blizzard of the years 

of teaching and learning. I can now follow the wisdom of Chinese Buddhism 

(Canfield et al., 1996, p. 143): "Your work is to discover your work, and then with 

all your heart to give yourself to it." 

There comes a time when many teachers feel a need to examine their beliefs 
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and theories and daily practices. When considering revision in classroom teaching, it 

is wise to remember that not only is a teacher part of a team but also that positive 

alternatives for one teacher may contribute toward the good of the entire school. 

The development of the discipline of group dynamics is the core of cooperative 

learning. It focuses on the forces operating in a group that affect the individual 

behavior of the group and how individual behavior affects the group. Changes must 

be accepted as reality. Teachers must learn to anticipate change, to manage it, and 

to adjust to its process. The ways in which this is resolved can be critical to the 

effectiveness of any attempt to solve problems. Unless an individual is motivated 

and ready to change, very little change will occur. Because the typical response to 

change is to resist the process, the status quo is usually defended and maintained. 

Protecting obsolete or nonfunctional social systems promotes additional conflict and 

tension that transfers to personal and social stability. 

With these thoughts in mind, I set out to weave my way through the stories of 

the war veterans, the minefields of new ideas and ways for dealing with children. It 

seemed only natural to consider the resources in the community and who better than 

our elders to offer insight into the years of change. Knowing and understanding 

family narratives can help students understand the histories of their families as well 

as the complexity of ever-changing communication patterns. In addition, there is the 

opportunity for children to learn to care. Because of my past interest in oral history, 

and my sense of obligation to preserve the wisdom of the grandparents who are 

presently a part of our school program, my aim was to discover what these men and 
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women could contribute to the development of the ethic of care and, with that, what 

might be done to address the issue of peace. Focusing on peace education meant, 

initially, the prevention of war. It then blossomed into the study of how to use the 

knowledge of pacifism to affect changes at a more personal level within the 

environments of school, home, and community. 

As a teacher I cannot create caring human beings simply by telling them we 

will learn to care. Lessons and values from grandparents can become a very 

powerful means of enabling children to examine their own young lives. The power 

of narratives to reflective awareness in teachers and students is the opportunity for 

caring relationships with others which may promote ethical action and the fostering 

of caring attitudes (Witherell & Noddings, 1991). I wanted to hear, from "my 

veterans," what was important for peace education and I wanted to hear, from them, 

what I should do as a teacher to preserve what they have learned. I wanted to hear, 

from them, if their stories offered a meaningful way to initiate a study of the ethic of 

care. I wanted to hear, from them, what they have learned about caring for 

themselves and each other. I wanted to hear, from them, their motivations, their 

reflections, their interpretations, and their feelings. 

History is not only seen as the facts interpreted by historians. Is history not 

made more significant by the experiences of people who lived it and what the 

listeners who observe and hear from these participants make of it (Yow, 1994)? 

When Grumet (1996) speaks of the loss of ceremony and ritual in our schools today, 

I understand what she is trying to say. The foundations and the guidelines are 
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slipping away as teachers deal less and less with what they were trained to do. The 

Remembrance Day activities that I orchestrate each autumn are meant to portray a 

continuity not only with each passing school year but with children, parents, 

community, and teachers. Former students from our school return now and again to 

chat with us and, many times, teenagers have wandered into my classroom to 

reminisce about the Remembrance Day programs they were a part of. "We don't do 

anything like that anymore," they say, "I miss all those displays and the grandpas 

coming and those songs we always sang." Thinking of these young people and their 

memories of rituals brings to mind a few words written by Frederick Langbridge 

(cited by Priestly, 1995): "Two men look out through the same bars; one sees the 

mud, and one sees the stars." Perhaps some teachers and schools see the militaristic 

side of Remembrance Day; perhaps some see the lessons and the learning to be 

gleaned by studying the militaristic side. One of my research participants, Mr. T., is 

considered an elder in his aboriginal community. After 30 years service in the armed 

forces, beginning with five years in the Second World War, he has very definite 

thoughts about humanity and caring: 

A good Canadian believes in unity. We treat each other equally but we can 
keep our own culture. We are all human beings and we can learn to get along 
together rather than cut each other's throats. I do a display on Canadian Unity 
every year, in July, because this country means a lot to me. 

And Remembrance Day means a hell of a lot to me. It brings back what 
happened to the ones we left behind. When I hear the Last Post, it always 
brings tears to my eyes. When I came back from my time in the Third World 
countries, like Ethiopia, where the little kids were just like they are on t.v. with 
their bellies hanging out...I felt like getting down and kissing the earth here in 

124 

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission. 

slipping away as teachers deal less and less with what they were trained to do. The 

Remembrance Day activities that I orchestrate each autumn are meant to portray a 

continuity not only with each passing school year but with children, parents, 

community, and teachers. Former students from our school return now and again to 

chat with us and, many times, teenagers have wandered into my classroom to 

reminisce about the Remembrance Day programs they were a part of. “We don’t do 

anything like that anymore,” they say, “I miss all those displays and the grandpas 

coming and those songs we always sang.” Thinking of these young people and their 

memories of rituals brings to mind a few words written by Frederick Langbridge 

(cited by Priestly, 1995): “Two men look out through the same bars; one sees the 

mud, and one sees the stars ” Perhaps some teachers and schools see the militaristic 

side of Remembrance Day; perhaps some see the lessons and the learning to be 

gleaned by studying the militaristic side. One of my research participants, Mr. T., is 

considered an elder in his aboriginal community. After 30 years service in the armed 

forces, beginning with five years in the Second World War, he has very definite 

thoughts about humanity and caring:

A good Canadian believes in unity. We treat each other equally but we can 
keep our own culture. We are all human beings and we can learn to get along 
together rather than cut each other’s throats. I do a display on Canadian Unity 
every year, in July, because this country means a lot to me.

And Remembrance Day means a hell o f a lot to me. It brings back what 
happened to the ones we left behind. When I hear the Last Post, it always 
brings tears to my eyes. When I came back from my time in the Third World 
countries, like Ethiopia, where the little kids were just like they are on t.v. with 
their bellies hanging out...I felt like getting down and kissing the earth here in

124

permission of the copyright owner. Further reproduction prohibited without permission.



Canada. People don't realize how safe it is here and they don't appreciate 
what they have. We have way too much. I can never forget those starving 
kids. That's the saddest thing, even worse than battle. All those kids needed 
was someone to take care of them. Countries have to learn to get along, too, 
just like individual people. I remember how the people in Europe suffered 
tremendously during the Second World War but they always treated you good. 
They had nothing but they'd try to feed you and hide you. Those camps in 
Germany, where the Jews died. They were real. That happened. I can't 
believe people can do those things to other humans. 

You know, I think Basic Training would help every teenager today. They 
would find out what life is really like when you have to work together. They'd 
learn to appreciate their own country where they have so much of everything 
money can buy. They'd learn some discipline, dress, and deportment. They 
get so tangled up in dope and drugs now, and they see these terrible things on 
t.v. The kids don't know what to do with themselves. 

They consider me an elder so I like to talk to the young people about morals 
and values. (Mr. T.) 

They Know Not What They Have. 

To hate and to fear is to be psychologically ill... it is, in fact, the consuming 
illness of our time. (H. Overstreet, cited by Miller, 1994, p. 156) 

After the end of World War II, the emergence of the "Cold War" triggered a 

war of peaceful means that shaped the development of every aspect of our society 

(Karier, 1986). In a publication by Lowe & Chazov (1986), Penny Sanger speaks of 

the awareness parents and teachers must have of the potential for despair among the 

young in today's world. Many children are simply trapped in a sense of helplessness 

as they negotiate poverty, racism, violence, disease, and indifference. The secrets of 

oppression are passed from generation to generation, and gathering the courage to 

ask for justice may even trigger guilt at their rage, writes Griffin (1994), for children 

will protect the guilty from the scrutiny of the community. Society has become 
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dominated by fear, of the enemy without as well as within, unable to face reality and 

to deal with problems. What have we lost? How do we regain respect and love and 

pride? How do we regain the family? 

While hearing the stories of the veterans as they related their youthful years, I 

was unable to refrain from asking them what they thought of today's children: 

My late sister-in-law was a nursing sister during the war and she nursed 
through the Blitz. In fact, she nursed through five different countries, but she 
had an incident at the time Thatcher sent British troops to the Falklands. A 
nephew came to her house selling something or other, and he said, "Oh, this 
British blankety-blank. They should just drop a bomb right on the place." And 
Dorothy went right up to him with her nose almost touching his. She said, 
"Listen, you little pipsqueak, I was picking up legs and arms and trying to fit 
them to bodies before you were even born. Don't you ever tell me that a bomb 
should be dropped on anybody." When he came back with the stuff she had 
bought, he just left it sitting on her doorstep. He couldn't face her. I think 
kids need to get some comprehension of life and death. There's a big 
difference. The finality of death has to be known. This violence...is it coming 
from television? All this violence isn't just poverty, either. I think it's anger, a 
type of anger, and a lack of Christianity. They don't believe in anything. 
People have raised their children to "do their own thing." It was all "be happy, 
feel free, don't worry about tomorrow, don't worry about faith, develop your 
own when you want to, feel free to choose your own..." It was the me-me-me 
generation but they have to know what it is they're choosing. They don't just 
dream it up. If they're raised with no belief at all, there's nothing to choose or 
compare. And, no matter how you're raised, there is a certain comfort in the 
rituals of the church. I wonder if our kids today know about places of 
comfort. Even at home, no one sits and talks anymore. Everyone is running in 
different directions. Kids need to be taken care of. Everybody needs that 
loving touch. That's part of being human. There are so many different kinds 
of violence. We need some type of positive philosophy. (Mrs. D.) 

The kids have to be taught a certain set of values and you have to teach them 
about love and care and people and other mankind. But, if the parents don't 
cooperate, I don't know what you can do. You have to have cooperation from 
home as well as school, don't you? (Mrs. H.) 

This generation of baby boomers or whatever they're called, has spent way too 
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much time "doing their own thing" and the kids that came along were just a 
nuisance and, in order to compensate for not wanting to be a parent, they set 
aside a few minutes--the "quality" time--so you'd better be waiting for your 
quality time, little kid, because you're only getting ten minutes this week. 
They deserve more than that. Sometimes you have to be so patient with them 
that you darn near bite your own lip off. Kids need to have something to do, 
and there have to be some rules established. It shows them you care. (Mr. S.
K.) 

A Clearer View of Yesterday. 

It is not enough to know what happened, we must also know what people 
think happened. (J. & E. M. Wilkie, cited by Reimer, 1988, p. 29) 

During the many hours of listening to the stories of the veterans, both narrator 

and researcher often become caught in the magic of the reflections, and original 

time-guidelines were lost. Many an evening found us parting company in the wee 

hours of the morning and, as I drove home, the scenes of long ago lingered in my 

mind. Many stories brought laughter and I immediately thought of the fun and 

enjoyment my students would have if they could see these on paper. Each story 

might trigger differing emotions among the children but the sparks could be kindled 

toward new levels of understanding of self and others. 

"There is a strong need to come to terms with our identity, our past, and our 

legacy so that our children might better understand their heritage," writes Marmor 

(1995, p. 151). Grumet (1996) speaks of the loss of confirmed identity and of the 

Lacanian "longing" or the sense that "something is missing" when she asks how we 

can bring back the sense of community and communion to our schools. The simple 

act of visiting and hearing the narratives of the aging war veterans reinforced my 
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notions of reaching into the community to find the undiscovered part of ourselves. 

My research became a personal journey as I thought of coming to terms with my 

own feelings. Once again, I questioned my motives in choosing war veterans. It 

may have originated with Remembrance Day but I wondered if I saw the veterans as 

different because they saw suffering we cannot imagine. Because of that, are they 

able to tell us something no one else can? Am I concerned with the ethic of care 

because of some new direction my life is taking? Is it my age? Is it the feminine part 

of me that seeks to nurture? Goodson & Walker (1991) discuss the "stations" of life 

or the stopping places in life which are "a point at which one stands to take a view" 

(p. 45). That is where I am, I think. At a station. My research is a way of choosing 

how to direct my path beyond this stage, and I understand completely the words of 

Andras Angyal, for it is how I feel: 

We ourselves want to be needed. We do not only have needs, we are also 
strongly motivated by neededness....We are restless when we are not needed, 
because we feel "unfinished," "incomplete," and we can only get completed in 
and through these relationships. We are motivated to search not only for 
what we lack and need but also for that which we are needed, what is wanted 
from us. (Cited by MayerofC 1971, p. xxvi) 

But, I cannot care by habit. I must learn from others, as I am doing from the 

veterans. They are the teachers; I am the pupil. As Mayeroff (1971) has written, 

"Caring becomes my way of thanking for what I have received. I thank all the more 

for my appropriate others and the conditions of their existence" (p. 62). 

As my narrators and I talk together, we are finding new respect and security 

for our own worth. They are trusting me with a part of their life, knowing I will use 
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it in my plans for human harmony in the classroom. It is a legacy of leadership to 

which we, as teachers, are committed. People view commitment in a variety of 

ways. Teachers may see students. Mrs. H., my British war veteran, saw 

commitment as a new life in a new country: 

When I left England, I had my high heels on and my makeup and my nail 
polish. My older brother said, "She'll last three months and she'll be home." I 
didn't have a clue what I was going to, even if Joe had tried to tell me. One of 
the neighbors, a good friend now, said everyone went to the station "to see 
what Joe brought home from England." There I was in those high heels and 
makeup and nail polish and cigarettes. No women smoked out here. They 
didn't know what to make of me but my friend says the kids used to play in 
their little playhouses and they'd all fight to see "who would be Audrey." 
Imagine. 

You know, I came in November. Well, I had never seen snow like that. We 
drove and drove and drove and it just got colder. I wasn't used to a Model T 
car. He stopped at the corner there and said, "There's our home." All I could 
see, far in the distance, was this box sticking out of the snowbanks. There 
wasn't a bush or tree anywhere. It looked like a chicken coup. All I could 
think was, "What have I done? Oh, what have I done? Oh my, if my mother 
could see this." The bottom just fell out of my stomach. 

My wedding dress was a lovely light blue and I carried it and my hat all the 
way from England. Joe was so proud of me. He just couldn't stop smiling. 
We were married a month later. That's when we moved in here. I almost 
froze. Even being married didn't make the snow go away. But, so many war 
brides were homesick. I never was. Joe was such a wonderful man. That's 
why I wasn't homesick, I think. I had the best. How he put up with stupidity, 
I'll never know. What a jewel of a man he was. (Mrs. H.) 

Griffin (1992) mentions "a beauty that tears one open" (p. 318). That is what Mrs. 

H.'s story does. It gives me a fuller appreciation of the difficulties of change and it 

gives me a great respect for the emotion she has shared as she gave me the 

opportunity to step into her world as a war bride. That narrative represents what 
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Tappan (1991) refers to as interpreting a sequence of events in a moral drama. 

Imagine the delight of young girls as they visualize Mrs. H. travelling all the way to 

Saskatchewan carrying her carefully-packed wedding hat. 

I have often sensed, as our interviews progressed, that these grandparents are 

telling their stories with a sense of urgency, a necessity of sharing their knowledge 

and experiences before it is too late. When newly home from the war, the hardships 

of the Thirties and the horrors of the battlefield were set aside, blocked out, and left 

hidden in the closets of the mind. Maturity and the passage of years have produced 

an accountability and an objectivity that allows these storytellers to see their lives 

with a new perspective, placing the interviewer in the position of focusing carefully 

on what is said and how it is said. That "voice" is what Brown & Gilligan (1991) 

mean when they speak of the duty of the "responsive" listener. It was often long 

after an interview had ended before I heard the "voice." As the stories floated 

through my mind, the issues were not clear-cut. I found myself seeing history from a 

human position as I heard the anger, the anguish, and the excitement in these stories. 

Would my students feel that, too? For example, what would they think of being left 

behind when their father went to war? 

It was pretty upsetting. When he went overseas, the baby was three months 
old. John was home for three days and then he was gone. The baby was four 
when he came back. The women were thrown into situations where they 
suddenly had to take charge. I always thought that the people who didn't have 
any children or were living in town did pretty good because they could work. 
But, we were out on the farm and we had family to feed...about 18 miles from 
town, too. We could only get a bit of coal in the winter so we had to look 
around for whatever wood we could find to burn. I stayed on the farm for a 
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year and a half. Then I went to a small town where I had an aunt who was 
dying of cancer. I helped her out. It was tough, but not near as bad as those 
poor families in Europe. At least I had a little bit, whatever John could send 
me each month. (Mrs. B.) 

For young boys obsessed with the blood and gore of war, what would they have to 

say about the ingenuity and cooperative spirit of Mr. J. and his salvage crew as they 

built an entire airplane? 

Repair and salvage. That's where I thought I'd get to know the most about 
planes. And we repaired them, if they were repairable and, if they weren't, we 
salvaged the parts. Some of the crashes were nothing but parts but we took 
anything that was any good and stored them away. They were real crashes. 
We didn't need to simulate them. It just happened, in training. We had 
enough parts from planes that crashed that we built one there that didn't have a 
number. It didn't belong to the government because it was just parts that had 
been salvaged. We had a Harvard there, too, that we had put together the 
same way. Then the big officials came from the head office and found out we 
had these two numberless aircraft that nobody owned. So they took the 
Cessna into service and flew its full term. There was something about it...it 
was lighter and faster, they said. It had ten miles an hour on the other aircraft. 
So, everybody flew it. The instructors just loved it. I don't know what ever 
happened to the Harvard. They weren't flying them at the time. (Mr. J.) 

Conflict Resolution. 

We cannot direct the wind, but we can adjust the sails. (Miller, 1994, p. 249) 

In 1943, Stanford University published an education guide that recommended 

reconstruction of the educational program to suit the demands and restraints of 

wartime. Interestingly, the authors suggest working in close harmony with the 

community and that the focus of the classroom should be group learning where the 

teacher merely acts as leader. How fitting that we are once again hearing the same 

advice to combat the societal war of oppression in our late 20th century. Given the 
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nature of children's lives today, it is not surprising to hear Neil Postman (1995) 

proclaim that our biggest problem is that our children have no "gods" to serve. 

We cannot allow threats to children's inner peace that promote fear and failure 

in our schools. While I may be a researcher, I am also an educator, and my work 

must reflect a desire to fight the wars against poverty and racism and chauvinism and 

disease. I want my students to know, as John Dewey suggested in 1902, how to 

learn through doing and how to solve problems rationally and peacefully. When 

Linus Pauling (1983) mentions the power of reasoning as being the force to bring 

justice to all people, it brings to mind an unexpected story of injustice that is 

humorous in retrospect: 

Dad never really talked about politics but he sure was a skeptic. Remember 
when the Liberal government took away all the cattle when it got too dry? 
They took them to the slaughter-house, for a cent and a quarter a pound. They 
left Dad one milk cow, old Rony, and she was in calf So they got to milk her 
for awhile but then she had to get bred so she could have another calf. Well, 
there was no bull in the community. They'd taken all the bulls. Somehow, 
Dad got a ride to Regina, and he went storming in to see Jimmy Gardiner. He 
wanted to know where his head was when he took all the cattle out of the 
community plus all the bulls, and he never even left one bull to service those 
milk cows. Well, Dad could be pretty crude and he said, "Or, did you think, 
when the time was right, you'd just come down and service the cows 
yourself?" He was asked to leave and he was mad. But, he said it was worth 
it. I don't think they ever remedied the situation but we finally got the cow 
bred. We drove way down south where they had a herd of bulls. They led the 
cow there and stayed for a couple, three days. She had her calf. I 
guess...gradually, people started to acquire things back. (Mrs. D.) 

For many veterans, there is also an indifference shown for the comrades who were 

left behind. Stephen Cole (1994) expresses his feelings: 
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There are times in our lives when the things we have done in the past catch up 
with us and turn our world upside down. Old hurts, old pains, and the old 
faces in our lives....You know who we are.... Yes, we are the ones who gave 
time from our lives for you to enjoy whatever it is that you enjoy ..to do the 
things you please....Can you hear the cries from the ones we left behind? ...do 
you care?....War will begin to come to an end when we all can see each other 
as unique and wonderful individuals. When we can stand face to face and look 
at each other with...respect and honor... (pp. iv-v) 

Those are wise words for it is often after war that we learn the lessons necessary to 

live together in good times as well as bad times. During battle, cooperation ensures 

our safety and our life, as described by Mrs. H.: 

There was never anything defeatist about it. There was no thinking whatever 
that we would lose the war. Nobody ever talked of that. I remember once, the 
church bells were supposed to ring if we had an invasion. We were right on 
the coast and between us and that little island, there was a narrow strip of 
water. They always said if the Germans ever got to the island, they could go 
hop, skip, and jump. One night, the bells all started ringing and, when that 
happened, every man was supposed to pick up whatever he had, a shovel or 
fork, or anything, and go and defend the place. And I can remember all the 
men rushing out and they had put oil on this water and set fire to it. The 
Germans couldn't get across. The whole place was on fire. That was the 
closest they ever came. They got to the island. But they didn't get across. 
(Mrs. H.) 

When asked about working together to solve conflict, my veteran of the Vietnam 

War had a different perspective as he saw the value in military training: 

You know, I like to read history. Man has had so many battles in the past and 
I can't see his nature changing, so we should always be ready, like carrying a 
spare tire in your car. You won't always have a flat but, someday, you will. 
That's an awful poor way to compare it but, let's just say the potential is there 
all the time. And, you never pick on the biggest guy on the block so, if you're 
strong, militarily, chances are that you won't ever have to fight again. Wasn't 
it the ancient Spartans who had to serve in the military for certain periods? 
And they were almost unbeatable. I think the military is not a bad thing. You 
learn discipline, education, and you learn to take care of yourself and not be so 
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dependent. You go in and you've never been hollered at. You've never been 
confronted, nose to nose. The whole point is to control your emotions and 
your impulses. If you learn that, you'll do fine. You can still show compassion 
but, if you aren't prepared to solve a problem, well, some things just take basic 
human understanding... (Mr. S. K.) 

Those thoughts haunted me for days as I mentally debated the pros and cons of 

militaristic education. I thought of my son who has served with the Reservist army 

for several years and who intends to join the "regular" Armed Forces. He was with 

the Reserves for a year when some of his friends were being sent to Bosnia. I asked, 

"Is there any possibility you may have to go over there?" His reply was, "If they call 

me." I told him he was still in school and I didn't mind what he was learning in the 

military but that I didn't like the idea of him going off to a war. His answer was, 

"Well, what do you think this is for? Somebody has to save these people from 

killing each other." I thought of the reading I have been doing on peace activism 

and pacifism. The feminist writers say that we mothers have not raised our sons to 

go off to a war and kill some other mother's son, or be killed themselves. Yet, due 

in some ways to his military training, my son has become very aware of the freedoms 

within his country, more so than his non-military friends. Perhaps we are missing 

that point in our schools. 

It was a day last summer, in the local Safeway store, when a Chinese 

gentleman and his young son had just gone through the check-out with two 

gaily-decorated birthday cakes. The cashier asked if he had twins. The man replied 

that one cake was for his son's sixth birthday and the other cake was to celebrate the 

family's first anniversary of being in this wonderful country of Canada. The cashier 
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was so overcome she had tears in her eyes. Is this where our communication and 

our listening begins? Do we first stop to appreciate what we have before our 

supposed needs and desires drive us into collision? 

Assault of The Community. 

The greater harm is in the chosen response rather than what has been done. 
(Covey, 1997) 

While reading the work of Ruth Fletcher (1986), I was most impressed by the 

organization of her thoughts on the development of peace skills. She outlines the 

structured violence of our society, the prejudice, discrimination, gender inequities, 

and poverty, and offers suggestions for inclusions to curricula that might address 

these issues. By teaching students to think for themselves, as we are attempting in 

our behavior management programs, we hope to gain peace on the playground. 

What of our peace at home? In the community? In our country? In the future? 

One reason I embarked upon this study of mine was to gather the missing theory and 

the background necessary for children to understand that their problems have not 

germinated overnight. Then the task becomes a transference of theory into practice. 

If we understand the choices we make, we must accept responsibility for them. The 

key word, in my mind, is "understand." It is not something children do too easily in 

their skirmishes. 

A point being emphasized in our schools and classrooms is that humanistic 

traits are important. Every victim has a story; every victim is a human being. Even 

in times of danger, the human element will often surface. One of my research 
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narrators related the story of a German collaborator, a young girl who was 

responsible for the near annihilation of the Canadian unit: 

There were slats on the windows. And we could see the slats lifting up and a 
light blinking. She'd given our position away. So, the order was to take her 
out. The tank I was in and another one were to provide cover for the infantry 
to go in and get her. They wanted her alive, not dead. They fetched her out 
and, God damn, the commoners grabbed her, stripped her, cut off all her hair, 
and then they branded her, right there on the rump. I don't know what they 
did to her after that. We couldn't get anything out of her in that condition. 
People aren't human. That's the kind of stuff you had to watch--how everyone 
gets dragged into it. (Mr. B.) 

That incident happened in Europe, which absolves us from guilt. However, what 

can we say about the Canadian camps where the Japanese were interned for the 

duration of the war? The wife of one of the veterans told me that every time she 

sees a grapefruit, she thinks of the Japanese prisoners: 

I know there were a bunch of them brought here to the air base. I know that 
because when our baby was born I was in the Providence Hospital and in the 
next bed to me was this Japanese lady. They were all in a camp at the Base. 
Her family used to come in to see her and they'd bring her grapefruit. I 
couldn't get over that because I just couldn't swallow grapefruit to save my 
soul and here she'd be eating it right beside me. Those poor people. 
Everything was taken from them, and they were down to this. They had nice 
homes and farmsteads they had worked hard to put together. It seemed like 
such an awful thing to do to them. (Mrs. B.) 

There is also the fear of the unknown due to a lack of knowledge. Another 

veteran's wife talked of her father's childhood fear of war: 

When Dad was a kid he heard a lot about the Boer War which was going on at 
the time. He used to ride his horse to school here, down that hill where the 
highway is now. The trains stopped quite often and people would get out for a 
stretch. One day Dad was on his way to school and coming up the hill toward 
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him was a bunch of soldiers, running. He was scared half to death. All he 

knew about soldiers was the Boer War. He didn't even know where Africa 
was. It could have been just over the hill, for all he knew, but he was sure it 
was nearby when he saw all the soldiers. They were just out for a run, for 
exercise, while the train stopped. (wife of Mr. H.) 

The oldest of the war veterans experienced an unusual event after the war was over: 

The youth army of Hitler's was just kids. They were guarding a bridge when 
our troop came across the Rhine. The kids took off and ran. They were 
scared of us. Some of them went over to the Americans. They wouldn't 
surrender to us. One of them ended up in Canada, here, just south. I asked 
him once, "How come you didn't come over to our side?" He said, "We 
thought you were savages and you'd take our scalps." See, he heard all that 
propaganda. That's what he thought Canadians would do, take scalps. (Mr. 
W. K.) 

By seeing the world though the eyes of others, we are able to develop an 

understanding and empathy for the hardships and problems people face and perhaps 

the realization that oppression can produce a gullibility to escape from one horror 

into another. An example was given during one of my interviews: 

You know, I don't know that John, coming up through the type of poverty he 
lived in, ever had a lot of freedom as a youngster. He was encouraged to make 
his own living and to contribute something back to the family. That was 
always heavy on his shoulders. That poverty they grew up with during the 
Thirties is consuming. There is no freedom in it. And, when he went into the 
Army, it was another attempt to escape to freedom but, of course, he went into 
another type of tight bondage, through the war. Then...when he met me, he 
found real freedom. Didn't you, John? (Mrs. D.) 

That lack of understanding about the value of people themselves is something I 

reflected upon after every interview during my research. Here was this group of 

people, these veterans, who demonstrated lesson after lesson through their stories. 

The middle-aged soldier from Vietnam talked of ideological differences: 
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I was watching something on t.v. not very long ago about "child labor" and 
"sweat shops" and somebody in Medicine Hat had a jacket with a label that 
said "Made in Vietnam." People were all in a panic but they don't understand 
that culture. If people see children working in sweat shops, they say we should 
break up that clothing company. So, what you're really doing is sending those 
kids back out onto the street to starve to death. But, they were eating. Now, 
they put the clothing company out of business and they also put the children 
out of business. These kids are not like our kids, sitting neatly in schools every 
day. It's a different life over there. They don't have the social safety net that 
we have. 

It's like being in Vietnam. I don't think the Vietnamese really cared much. 
There were two sides. Some had a dislike for the Americans. The ordinary 
people had a long history of the land. For hundreds of years they had their 
own farms, the place where they lived and where they grew up. That's all they 
ever wanted to do. Just farm. We took everything that they wanted to keep, 
and drove them away from their ancestral graveyards. That is really important 
to them, living among their ancestors. If you take them and move them 300 
miles away and they never go back to great-grandfather's grave, they'll hate 
you, and they won't give a damn what you're trying to accomplish. The 
Americans went into another place with someone else's philosophy. They 
didn't understand. (Mr. S. K.) 

From Whence Cometh Racism. 

Your pain is the breaking of the shell that encloses your understanding. 
(Kahlil Gibran, cited by Oyle, 1979, p. 100) 

Reading and categorizing the many pages of transcripts of interviews produced 

pleasant surprises in that I had forgotten how many tangents and offshoots we had 

travelled during the process. The subject of cultural differences and racism popped 

up more than once and I knew there was value in the words I was reading. 

I remember once there was a young Metis boy from the Big Muddy who had 
got kicked in the head by a horse and the boy's father said, "They asked me if I 
had a farm or owned anything and when I said no, they walked away and never 
came back and looked at him for another hour." He said, "My boy was dead." 
"But," he says, "Maybe he wouldn't have lived but I'll never know if he would 
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have." That was the Thirties, the same time my brother had polio. This fellow 
was married to a Metis girl and he said, "I had a little half-breed son." You 
know, that's a part of the anger of the Metis and the Indians, that 
mistreatment. (Mrs. D.) 

Another scenario comes from the youngest veteran who describes a more modern 

war bride: 

I was assigned to a combat-support unit on a B-52 base. I got to be friends 
with a Thai family and they had a little boy who was awfully shy, so I wrote 
home to my mother to send me a little cap pistol and, after that, I was like a 
god to that little boy. That's how I met Sue, through them, back in '68 or so. 
We'd write letters and then I'd go back over again. It was in '71 or '72 when I 
decided to bring her home with me. We were married in Bangkok. It was 
very difficult to bring her back. Very. I guess they didn't want all their GIs 
going over there and getting married and bringing back brown women. So, the 
military made it tough. You had to get permission from everybody, the 
janitors, the cooks, the chaplains, and anybody else they thought had a vested 
interest in it. You had to go and get them all to sign a paper. But, it was just 
one of those things. We were married about a year and a half before all the 
paperwork was done. The biggest worry Sue had about coming here was 
whether she could eat the food. I didn't help matters much, either. I told her 
in Canada we only eat snake, and that my mother smoked a corn cob pipe. I 
guess I really am a bastard. (Mr. S. K.) 

In a collection of work gathered about the Holocaust, racism at its extreme, it is 

written that "education without ethics can become an instrument of power" 

(Bialystok, 1995, p. 137). If the goal of hatred is to portray a group as inferior, even 

the most educated society can self-destruct (Mock, 1995) as we saw in Nazi 

Germany. Children have to learn to become more sensitive to stereotyping, to 

prevent the simmering of racism. Mr. T. spoke to me about cultural differences 

during the war: 
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In the war, we were all brothers, whites and all. We learned to just be 
ourselves and not act like someone else. It works both way. If I get hit, there 
is someone there to help me; if they get hit, I am there to help them. In battle, 
you get close together. In Basic Training we never thought about differences, 
either. We were just worried about passing the next test. (Mr. T.) 

Lessons of Peace. 

The history of the world is a narrative of man's struggle to become free and 
remain free.... There can be no greater enterprise than to build a structure of 
real peace. (Richard Nixon, 1984, p. 106) 

Since noticing that many war veterans in the community have devoted a good 

portion of their life to caring for others, it seems appropriate to plan, in my peace 

education program, to include the study of those individuals who have made a 

difference, and in what way. One aspect might be a study of the Nobel Peace Prize 

and the lives of those who have received the award. However, contributions toward 

the building of peace may be at any level of the classroom, the school, the 

community, or the country. My study participants spoke at some length about the 

generosity of the downtrodden and how being cared for is often the catalyst for 

caring for someone else: 

There is something, though. Many of the Vietnam veterans came home and 
went into professions where they help other people. They have become 
doctors and senators and...helpers...more than any other group of people. I 
think their choices are the result of their experiences in war. It's been said that 
if you don't want to repeat the same experiences you take those who have 
been there and you try harder to not make those same decisions. Maybe that's 
why there are lots of veterans who are senators and politicians and mayors. 
(Mr. S. K.). 
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Whole Earth Interdependence. 

To you whom God has granted stay 
To grasp their flaming torch from us, we say: 
"Give reason to our faith and guards be ye, 
That freed men shall forever yet be free." 
(Sigmn. G. H. Atchison, The Signalman, 1944) 

The development of a global awareness involves many areas of the economy, 

of human rights, and of the environment. Coexistence is the responsibility of every 

human being but children need to be taught the skills of interdependence. We cannot 

leave them to flounder on their own. The self-indulgence of the western world has 

created a need that overshadows the understanding of our lives. Our Spaceship 

Earth is suffering. In our relationships with others, we often appear to have 

forgotten basic human rights. Our grandparents advise us that we have allowed 

technology to run wild and that we do not practice responsible consumerism. I am 

reminded of what I found on an interview recording where I had been asked what I 

talk about with the students in November of each year. This was my reply: 

Every year when we start getting the Remembrance Day displays ready, the 
kids think we're going to be talking about guns and boy-won't-that-be-cool. 
But, I say, that isn't what war is really about. Guns and weapons do terrible 
damage and hurt a lot of people but what we need to talk about is how these 
awful wars start in the first place and how countries end up with such horrible 
weapons. And, most of all, I always say, we have to really think about the 
people who end up dying and never coming home from wars. It gives them a 
bit to think about. We have some good talks about how the wars get worse 
and worse and the killing machines just get better. The kids get a little quieter 
as the month goes on. They begin to think a little. And I tell them to consider 
what we talk about when a fight starts out on the playground. One guy has a 
rock and then the other has two rocks and then one gets a stick and the other 
gets three sticks and then one gets a couple more kids and soon you have a 
whole army of kids with weapons. Just like the big war. Whoever wins is the 
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guy with the most weapons, or the worst weapons. What I'm trying to get 
across is that countries are fighting countries and wouldn't it be wonderful if 
we could all just get along? Even if we don't agree with each other? Can't we 
care about each other? 

There is a line in a book (Griffin, 1992, p. 120) that reads, "What could make a 

person conceive the plan of gassing millions of human beings to death?" At school, 

we made a diagram on the board that looked like this: 

stones --> clubs --> spears --> swords --> bows --> arrows --> guns --> 
bombs --> guided missiles --> balistic missiles --> nuclear bombs --> 
superbombs --> hydrogen bombs --> biological weapons --> satellites --> 
multiple warheads --> long range cruise missiles --> neutron bombs --> 
Star Wars --> stones 

The class sat quite still as they contemplated that list. We found that a single 

modern submarine has almost eight times the firepower of the entire Second World 

War (Lown & Chazov, 1986). This cancer of weapons' development does not 

happen by chance. Can we stop the program? Mrs. H. tells us what weaponry 

meant to her 55 years ago: 

When war was declared, my mother was washing dishes. I can remember her 
standing at the sink with the tears running down her face. She said, "I lived 
through the last war and this one is going to be so much worse." I can 
remember her saying that. Well, it was scary. The Blitz in England was 
horrible. You don't know where the bombs are going to go. And then they 
had these pilotless planes that came over. The B Bombs. They would come 
and you would hear them, ch-ch-ch-ch-ch, and as soon as they stopped, you 
took cover because they came down. And that was it. The motor would stop 
on them and down they'd come. They'd blow everything up. I often spent 
time in ditches because of them. Then they had what they called the Doodle 
Bug and the VE2 or something, and it had a lot more explosives in it. Those 
bombs just tore our world up. 

When I worked in the hair salon, there was just panic if a siren went off. We 
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permed hair with a machine in those days. You wove it around these little 
things like pencils and you had this big machine that came over and you put the 
pencils inside. When the siren would go in the air raids, you'd have all these 
women in these machines. They'd be screaming and panicking and we'd be 
rushing about trying to get their hair unwound. One time it was just before 
closing when the siren went and everyone was scared to death trying to get to 
the shelter when I remembered the cashbox that I had to take out every Friday. 
I went back upstairs to get it. There was a direct hit and I got buried on the 
stairs. It took three or four hours for them to dig me out. When they got to 
me I had bruises and scratches but I also didn't have any cashbox. (Mrs. H.) 

Where to From Here? 

...They have a knowledge—they may never use it, but the seed is there—and I 
hope it will grow, because knowledge is power. I want them to have an 
understanding of people's emotions, people's insecurities, people's distress 
and people 's hope and dreams. (Princess Diana, cited by Donnelly, 1997, 
preface) 

When asked during one of my interview sessions if I was anti-war or left-wing, 

it took me by surprise. This was my answer: 

People ask me what I am doing and when I tell them they say, "You're doing 
what?" There is a military background in my family so I think there are a lot of 
things we can learn about war and I also think the only people who can tell us 
are the people who have been there. They heard it. They tasted it. They liked 
it or they disliked it. It was an adventure or it was a sentence. But, everyone 
has a story. That's what I want. The human element, the human touch. I'm 
not anti-military or anti-war, if the war is necessary. Some wars are. Most 
wars are not. Maybe we can learn, from you folks, how to prevent more wars. 

A couple of teachers looked at me kind of funny when we were talking about 
this peace education program I plan to write and they said, "But you do the 
Remembrance Day Program every year, and you're going to write about 
what'?" But, that's the whole point. We have these programs to remember the 
people we lost, with the idea we won't lose any more. I certainly appreciate 
what those people did. If they hadn't I might not have the opportunity to plan 
new approaches to my teaching. You know, I have blue eyes but I'm not 
blond. Heck, I wouldn't even be here. 
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With the conclusion of my research interviews, the time has come to think 

seriously of the grade four peace education program I will be writing during the next 

few months. Plans are to prepare a 200-lesson program that, through the use of 

literature, writing, music, games, drama, and film, will follow the school year and 

provide links to the themes of the existing curricula. There are vast opportunities for 

valuable school-community interaction where the ethic of care may be developed in 

partnership with teachers, students, parents, grandparents, and other community 

members. The object is to produce an interwoven product that shows the 

relationship between the concepts of care and peace. 

Because preparation for the school's annual Remembrance Day service 

commences in mid-October, the scene will be set for the introduction of a study of 

war and the causes and aftermath of such conflict. Veterans' Week in early 

November provides the motivation to review the achievements of Canada's veterans 

during wartime and peacekeeping operations. In addition to using already collected 

stories of our school family's war veterans, my objective is to introduce the students 

to the tools of primary research through further gathering of inter-generational 

narratives. The final objective is to correlate the oral histories into book/booklet 

form for use as a library resource. The appreciation of family that will begin with 

remembrances and a thank-you to the soldiers who provided us with the freedoms 

we enjoy today will lead to learning more about international conflict and the 

meaning of freedom and peace. I see the opportunity for the development of 

research skills as we discover the origins of the Nobel Peace Prize and the 
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peace-making methods employed by those who have devoted their lives to building 

peace in their particular areas of the world. Through these studies we will focus on 

combating prejudice, racism, and hate, and the lessons to be learned from the 

Holocaust. If it is to capture the interest of early middle-year students, history must 

include the human touch in order that children realize how history has a meaning and 

purpose related to their lives. It is possible for my students to become historians in 

their own right. 

On the road to peaceful co-existence will be the teaching of the skills of 

peacemaking, as we learn what kids can do for peace, what they have done, and 

what they are doing. Throughout the various strands of the study of peace, I want 

to invite the elders of the community to participate with their oral histories and their 

narratives. Despite the domestic problems and the lack of family harmony faced by 

many of my students, there is a definite sense of respect for grandparents. I feel that, 

through my research with the war veterans, I have discovered a fountain of wisdom 

for the children in my classroom. 

My journey with the veterans took me on a search for something that may have 

started while I was young and listening to my father's stories. Perhaps I have now 

developed an inner peace or a sense of knowing where I am going from here. The 

ideas that have grown out of my research have answered many questions about the 

ethic of care and the development of values. Years ago, values were taken for 

granted and supported by the home. Today, we must actively think about what we 

are doing. The many evenings of shared work with the participants in my research 
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have shown me the special characteristics of the relationship between interviewer 

and narrator. Each session felt like opening a room full of cupboards, each with 

another revelation. Long-term memory, says Burke (1991), can be remarkably 

precise and each person had those unexpected reflections I will never forget, like 

Mrs. H. and her white dress: 

Every time a ship came in, the Germans were there, bombing. It was our 
busiest port, so it was full of ships and the place was always on fire. Well, I 
was the daughter of an officer and there was this formal dance I was going to 
and my mother had made me this wonderful white satin dress. I had these 
silver slippers to go with it. It was a grand affair and we had gone down to the 
pier because it was so beautiful. Oh, the foolish things we do when we're 
young. They got a direct hit. My dress was a mess, just in tatters, and I lost 
one of my slippers. That's all I was concerned about...my beautiful white 
dress. But, oh my, it was gorgeous, that white dress. (Mrs. H.) 

It was with great reluctance that I had to end the research, for it gave me a 

great feeling of loss. Because I felt that my adventure had just begun, I found myself 

planning how to use additional stories in building lessons that enable us to see the 

value in oral histories. 

Without doubt, I have a new sense of appreciation for learning to cooperate 

and cooperating to learn. In developing good pedagogy, Max van Manen (1991, p. 

8) says teachers "need to know how to hand over this world to the child so that he 

or she can make it his or her world." Later, he adds, "We cannot be pedagogically 

responsible to children if we refuse to acknowledge that we are co-responsible for 

the world in which we live." Co-responsible is the answer. The humanistic elements 

of education found in good pedagogy are essential in this ever-changing world we 
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live in whet e students will need to learn to think and to solve problems. 

Teachers hold the power to provide a nourishing school and classroom 

environment that provides positive interaction between the myriad of students from 

various cultural, racial, and ethnic backgrounds who must work together to 

overcome their differences through the link of self-discipline, critical thinking, and 

academic skills. Educational priorities are changing to meet the needs of this 

generation in the workforce where essential skills will involve cooperation, peer 

support, and problem solving. We can develop these through interdependence of 

cooperative learning which emphasizes social solidarity and shared responsibility in 

reaching group goals. The world is changing and we have the power to help our 

students prepare to meet their future. 

Fifty-five years ago, my father's brother wrote this tribute as he lay 

recuperating from three years in a POW camp: 

Life could be worse, yes, much worse. I am among the lucky. I have life and 
limb, hope and confidence in the future. To all those boys who gave their all 
in this mighty conflict, I offer my deepest respect and admiration, and to their 
sorrowing friends and relatives, may I say, "To our beloved who fell, on land, 
on sea, and in the air, I salute you. May God bless you, every one." (Herbert 
Webb, The Valley Echo, September, 1946, p. 30) 

We can use the words of those who have been there. With their stories, I want my 

students to know that it is possible to care. I want them to know it is possible to 

change. And, I want them to know it is possible to enjoy peace. My veterans have 

taught me so. 
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1442 Stadacona Street West 
Moose Jaw, Saskatchewan 
S6H 6R9 

September 2,1997 

Dear 

During the next few months, I will be conducting a research study for my M.Ed. thesis. 
The subject of my study is war veterans. More specifically, the tentative title of the 
work is Narratives of War Veterans: Implications for Teachers. This study is being 
done in conjunction with the continuing Remembrance Day research involving the 
veterans in our Lindale families. A valuable inclusion to our Lindale Wall of 
photographs would be the stories of our veterans, which I plan to gather through a 
series of interviews. 

As we are caught up in the technological environment of our present-day culture, we 
often lose sight of the value of oral histories. An important aspect of my research will 
be to understand how I, or any teacher, can interpret these historical stories to my 
students and why it is an essential part of our curriculum. I see my role in this 
gathering of stories as a link with my concerns for developing a Peace Education 
program for Remembrance Day. The veterans have stories for teachers to appreciate 
and wisdom for teachers to gain. I wish to know what veterans see as important in 
their past experiences. 

My ultimate aim, after my thesis is completed, is to write these remembrances in 
story-book format for the students in our school. 

Plans are to conduct my interviews from September to December, seeing each veteran 
two or three times (for approximately two hours each time) with sessions spaced one 
to two weeks apart. December will involve sorting my data; winter will involve 
writing and revising my thesis. 

This immediate project will involve a minimum of five veterans. Because you have 
been a vital part of our Remembrance Day program each year, I would like to inlcude 
your experiences in my research. The following page will have answers to questions 
you may have. 

Please take a few days to consider this request. I will phone you within the next two 
weeks for your decision.. 

Sincerely, 

Sonja Susut 
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Interview Consent Form 

Name of Researcher: Sonja Susut 

Address: 1442 Stadacona Street West 

Phone: 693-0473 (home) 692-4926 (school) 

Title of Research: Narratives (stories) of Veterans: Implications for Teachers 

University of Regina Advisor For My Research:  Dr. Hans Smits 306-585-4621 

Timeline of Interviews:  3 interviews per participant (about 2 hours each) 
Interviews to be 1-2 weeks apart 

Agreements: 

a) You are being asked to participate in a series of interviews which will be documented 
by written notes as well as tape recordings (to help maintain accuracy of events). 
Given the idea of story preservation, not all participants may be concerned about 
identification. However, if any participant does not wish to be noted by name, a 
pseudonym will be used. If confidentiality is requested, the interview tapes will be 
erased upon completion of transcription. 

b) The purpose of these interviews is to gather oral history of your experiences as a 
veteran. Questions will involve your upbringing, your schooling, your reasons for 
joining the Forces, the educational aspects of your military service, the changes in 
your life as a result of your military experiences, the aspect of "caring" you 
experienced or observed before-during-after your service, how you think teachers can 
use your stories as a meaningful part of teaching, and how teachers can use veterans' 
histories to help children understand moral issues. 

c) The objective is to prepare stories for children. When the first draft of writing is 
completed (December-January-February), you will have an opportunity to review the 
material. You may ask to have parts removed or added. 

d) You have the option of not completing the interviews, if you so wish. 

e) Material collected will be shared with Dr. Hans Smits, my advisor. Final stories will 
be prepared for use with children in our school. 

f) You will be asked to share photographs of your military experiences (for duplication 
purposes). You may also be asked to pose for photographs with your family, 
particularly, your grandchildren. 

g) The benefit for you, as a grandparent as well as a veteran, is to share a valuable 
portion of your life with your grandchildren and with students. The love, pride, and 
respect shown to our Lindale veterans is an example of the great contribution made by 
you to our school programming. This is an occasion for you to educate teachers in 
how to use your experiences to full advantage. 

h) This, finally, is an opportunity for me, through my research, to thank you for your 
faithful participation and interest in our Remembrance Day activities. 

i) The University Ethics Committee requires my inclusion of the following: 
I understand that the researcher has a legal obligation to report to the appropriate 
authorities any disclosure of participation in activities which are considered illegal. 

I consent to participate in a series of oral history interviews with Sonja Susut_ 

Date: Name: 
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UNIVERSITY OF REGINA 

OFFICE OF ASSOCIATE VICE-PRESIDENT AND DEAN 
• FACULTY OF GRADUATE STUDIES AND RESEARCH 

DATE: June 6, 1997 

TO: Sonja Susut 
Faculty of Education 

FROM: G.W. Maslanv, Chair 
Research Ethics Review Committee 

Re: Narratives of Veterans: Implications for Teachers 

Please be advised that the committee has considered this proposal and has agreed 
that it is: 

V 1. Acceptable as submitted. 
(Note: Only those applications designated in this way have ethical approval 
for the research on which they are based to proceed.) 

2. Acceptable subject to the following changes and precautions (see attached): 
Note: These changes must be resubmitted to the Committee and deemed 
acceptable by it prior to the initiation of the research. Once the changes are 
regarded as acceptable a new approval form will be sent out indicating it is 
acceptable as submitted. 
Please address the concerns raised by the reviewer(s) by means 
of a supplementary memo. 

 3. Unacceptable to the Committee as submitted, Please contact the Chair for 
advise on whether or how the project proposal might be revised to become 
acceptable (ext. 4161/5186.) 

/nun 
cc: H. Smits, supervisor 

(Ethics2.doc) 
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Table DI - Interview Number One 

1. Where were you born? 

How old was your father when you were born? Your mother? 

2. How many brothers and sisters did you have? 

3. What did your father do for a living? 

4. What was your parents' background (ethnic origin, religious)? 

5. When you were growing up, what type of discipline did your parents use? 

6. When you were young, what animals and pets did you have? 

What was the pet you remember most? 

7. What were the best times you had as a child? 

What were the worst times you had as a child? 

8. As a child, who did you play with? 

9. Where did you go to school? 

10. What kind of discipline did they use at school? 

11. What was your best subject at school? Worst? 

12. What seemed, to you, to be the main emphasis in school? 

13. Did your parents care about the kind of teachers you had? 

14. Did your parents question what you were learning in school? 

15. What did you learn in school that has always stayed with you? 

16. Was your mother an easy person to talk to? 

Could you share your worries with your mother? 

17. Was your father an easy person to talk to? 

Could you share your worries with your father? 

18. How did your parents expect you to behave towards them? 

As a child, was there anyone else you felt comfortable with? 

19. What kind of person did your parents hope you would be? 

20. What did your parents consider to be important in life? 

21. If you did anything disapproved by your parents, what happened? 
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Can you remember a particular occasion when you were punished? 

22. Did either parent influence your behavior more than the other? 

23. How did you get on with your brothers and sisters? 

Was there one you felt particularly close to? 

Was there one you quarrelled with more than the others? 

24. In your district or village who were considered the most important people? Why 

were they considered important? 

25. Would you describe your mother a "caring" person? Why? 

26. Was your father a "caring" person? Why? 

27. Was there ever a time when you were impressed by the fact that your parent(s) 

cared for someone or for a cause? 

28. Did you grow up feeling that your parents really cared about you and the path 

you had chosen in life? How did you know? 

29. During your school years, did you have any one teacher you especially liked or 

admired? Who? Why? 

30. Is there any other adult who influenced your life? Why? 

Was there any adult in your early days whom you admired? Why? 

31. Was there anything specific that you were taught about caring for other people 

or being concerned about the needs of others? 

32. Does the word "respect" have a place in your childhood? 

33. Was there any traumatic event that happened to you when you were growing 

up? Was anyone sick? Was there any accident? How did this affect you? 

34. Can you remember being aware that there were people who lived in poverty? 

How did you know they were different? What was your reaction? 

35. Have you ever seen cases of extreme poverty elsewhere? 

36. As you grew up, was there a difference in social class? 

37. Besides members of your own family, have you known anyone else who really 

showed the meaning of care? 

38. Was there ever a time when you needed care yourself? Who cared for you? 
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39. Was religion a part of your life when you were growing up? 

How much would you say religion meant to you as a child? 

40. Do you attend church now? 

41. Do you ever remember a funeral in your family? Whose? How was the 

deceased thought of? 

42. Do you remember going to a wedding? Whose? What was memorable? 

43. How did you spend Sundays? 

44. Did your father have interests outside the home? Mother? 

45. At school, did you ever have a male teacher? How were they different than the 

female teachers? 

46. When you were growing up, what was emphasized as being important in life? 

Manners? Treating the opposite sex? Tidiness? Punctuality? Respect? 

47. During the late 1930s, were you aware of the tension and troubles brewing in 

Europe? Did your parents talk about it? Teachers? Family? 

48. When you were a teenager, what did you think you would do as an adult? 
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Table D2 - Interview Number Two 

1. Did your father take part in politics? Did you discuss politics? 

2. Was the prospect of war a conversation in your home? 

3. What did you think of the war? 

What did you think was going on? 

4. Tell me about your brothers (or sisters) in the forces. What did their letters say? 

5. Did you lose a brother or sister during the war? What did his (her) death mean to 

you? 

6. What made you decide to join up? Why did you join? Did anyone try to make 

you change your mind? 

7. After you joined, how did your parents react? Brothers? Sisters? 

8. Where were you sent to train? How did you get there? 

9. What went through your mind as you boarded the train? 

10. Did you see any husbands or wives (children) saying goodbye? How did that 

affect you? 

11. After joining up, did you ever feel like you were part of a new family? 

Did you ever feel, "They'll take care of me?" 

12. Did you ever encounter racism (skin color, language, customs)? 

13. What were your instructors like? If they were fierce, was there a reason? 

14. What type of training did you take? 

What was your job during the war? 

15. What did you do with your time off (leaves)? 

16. How did you find military life compared to civilian life? 

17. When you wrote home, was there anything you deliberately left out? 

18. What were your feelings about Canada? 

19. Did religion form a part of your life during the war? 

20. What things (events) made you afraid? Did you think about the possibility of 

dying? 

21. What did you miss the most about being away from home? 
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22. Did you ever discuss or question human rights/people not being treated 

equal/torture in other countries? 

23. What was the happiest time (event) in the services? 

24. What was the saddest time (event) during the services? 

25. Did you ever discuss/wonder why ...he war had started? 

26. What did the bombs in Japan mean to you? 

What were your thoughts about the weapons we had then? 

27. If you had to do it again, knowing what you do now, would you? 

28. How did the war change your feelings about government/your country/your 

family? 

29. What did freedom mean to you before you left? When you returned? Now? 

30. What do you think causes war? 

31. How do we stop another Hitler or Hussain? 

32. When were you married? Where? When did you meet? 

33. When you had your children (first son), did you ever wonder if they (he) would 

be affected by a war? 

34. When your children were young did you feel there was a right and wrong way of 

raising them? 

35. Did you and your wife have the same ideas about raising children? Did you 

discuss this? Was there anyone to ask for advice (parents)? 

36. Were your parents alive when your children were small? Did you see them 

often? Could you talk to them about raising children? 

37. Did you raise your girls the same way as the boys? Were they taught the same 

things? 

38. Did your wife work outside the home? Who looked after the children? 

What do you think about people whose children are virtually raised by others 

(daycares, babysitters)? 

39. When did you get your first television? What were your favorite programs? 

What did your children watch? How often? 
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40. How do you feel when you see war shows on television? 

41. When I say the words "peace education" what does it mean to you? 

42. What could a veteran say to children that no one else could, about peace 

education? 

43. How do you see differences in culture leading to violence? 

44. What do you think is creating all the violence we see now in schools and 

communities? 

45. What do you want me, as a teacher, to tell the kids about war? 

What about the soldiers who were left behind? 

How can we show that we care? At school? In the community? 
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Table E3 - Master Log of Thesis (outline) 

Thesis proposal - submitted 
- first revision 
- final revision 

Meeting with committee 
Ethics Committee application 
Ethics Committee approval 

Interviews completed 
Transcriptions completed 
Transcriptions edited 

Literature review - narrative 
- oral history 
- curriculum 
- ethic of care 
- peace education 
- feminism 

Thesis outline submitted 
Transcriptions classified 

Rough draft  
Draft typed 
Draft submitted - advisor 

- committee 
Meeting with - advisor 

- committee 
Revisions 

Revision #1 - advisor 
- committee 

Additional revisions 

Revision i42 - advisor 
- committee 

Additional revisions 

Final draft accepted 
Oral defense  
Revisions 
Final revised copy  
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Table E3 - Master Log of Thesis (actual) 

Thesis proposal - submitted  Apr,*/ 23, 1997 
- first revision  May (,) 1997 
- final revision  Aloy 6., iqq7 

Meeting with committee  7„.j-Act y, /997 
Ethics Committee application  ,t4cly ia, 097
Ethics Committee approval  '14,t.,e b i 1997 

Interviews completed  /yo r ,23 i /qq7 
Transcriptions completed  Dec, I mq 7 
Transcriptions edited  .c„ -Jan , igq 7 

Literature review - narrative  Al ay -g7 ; ji ri -97 
- oral history  Jan — 'qg 
- curriculum  Jar, - "7 8 
- ethic of care  Aug - oc-r - '97 
- peace education  Awl -Oct —97 
- feminism  409 -Do-- '97

Thesis outline submitted  Dec - ' /7 
Transcriptions classified  Dec - '97 

Rough draft  ;Tar , / (117 
Draft typed  re. ii , Igg 7 
Draft submitted - advisor  re b . a, iq q 7 

- committee  Fe..b. a, /9q7 
Meeting with - advisor c2,c1 week reb , 19,77 

- committee  3 rci week Feb, 1117 
Revisions  FeL. al, iqq7 

Revision #1- advisor  March a, iqqg 
- committee 

Additional revisions  14a rch ig , 1198 

Revision #2 - advisor  Mardi., ics , 1918 
- committee  Mani" i 9/ /9 q g 

Additional revisions 

Final draft accepted  March ig 1 Meg? 
Oral defense  Nlarck G) 4,  iqqg 
Revisions  Mare, , (4, j lqqg 

Final revised copy  A4 arc-A 31, 119 8 
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- committee AAarcA M IWR 
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Final draft accepted A/farch /<?} 144% 
Oral defense March 2 4 ,1413
Revisions March 3.1* ; 149%______
Final revised copy March 21. /<?*??
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