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Abstract

For many ethnically and socio-economically margaead students in this country, the
national public educational system is a failureudshts leave schools often without
having been challenged to become independent asative thinkers who question,
discuss, and create. They are not given many oppitégs to explore their lived realities
in critical ways, to think about solutions to pretrls, and to challenge the status quo.
They are not encouraged to develop a critical donsoess—a consciousness that allows
them to see themselves as thinkers, to envisi@mnaltives, and to make change. This
thesis project is my attempt at correcting that.

| created a supportive, challenging, student-cedterenvironment founded in
constructivist cognitive science, that gave NewRY@ity pubic high school students the
opportunity to create a documentary that exploressaue of importance to them. The
project uses an inquiry-based methodology that @nages students to develop genuine
guestions for investigation and fosters discussioonughout all phases of production.
Students combine their research with the exciting ampowering medium of digital
video production, which offers limitless opportues for experimentation and creative
presentation of ideas.

| outline several criteria that | consider to bdigators of a developing critical
consciousness. These include a person’s ability to:

Validate her own ideas and experiences as “faal’tarst in those ideas
Discuss her opinions

Consider things from multiple perspectives

Offer challenging or differing opinions and subsiai® those opinions
Ask questions of herself and others

Use resources around her to find answers to hestigns

Imagine that change is possible

NoohkwnNpE

In my assessment of the project, | discuss theuardegrees to which the students grew
in these areas over the course of the semestecognize that it is impossible to prove
that a student who, in ten years in a traditioridlos| setting, has not had significant
opportunity to engage in critical discussion, refilen, and investigation, can become
critically conscious in just fifteen weeks in a afige, constructivist, inquiry-based
setting. However, | contend that with exposurend participation in the latter type of
environmenbver time that consciousness is indeed developed. Ovdiftben weeks of
my project, | saw encouraging and heartwarmingeie of this.



Background
My thesis project is essentially about how to tefteritical consciousness. It is

an amalgamation of constructivist, inquiry-basedckeng and learning, project-based
learning, and feminist/multicultural pedagogies.vhllues the social construction of
knowledge and “knowing” as an act of personal discg, honors all life experiences as
valid forms of knowledge, recognizes the essentyiaf art for human development,

eschews oppressive power structures and hierarchiesd affirms the potential of

education as a social change agent. It brings heg¢hese ideas with the power of video
production to offer New York City public high scHa&iudents a stimulating, supportive
learning environment in which to develop their icat consciousness. Participants
discuss issues and events in their everyday ligagly phenomena in their social
environments, view and produce media, and use ftfisooveries as the source and
subject of their work—a documentary about a soollcommunity issue of their

choosing.

The project does not exist within a vacuum. Manytiiomedia organizations
exist that try to promote social activism and tbfiér spaces for young people to voice
their opinions and ideas. As well, many progress&decators have advocated for and
created learning environments that use constrgttmethodologies or feminist/liberatory
pedagogies. | was fortunate to be able to comptetgoroject at one organization, the
Educational Video Center, which for the last tweggars has fused media production
with constructivist and liberatory pedagogy. | diok create the Documentary Workshop
program in which | carried out my project. | sawattthe pedagogy and methodology that
the Educational Video Center embraces are verylaino my own, and thought this

would be an ideal site for me to conduct my project



Problem
The problem has been stated and fiercely debatead nmultitude of ways and

venues, in the hallowed halls of the United Sta@epitol, in teacher education
classrooms, in bound tomes on university librarghsgts, over lunch tables in school
cafeterias, and in living rooms, front stoops, atr@et corners around the country. The
nation’s content-driven, standardized test-basedtattbnal system is a failure. It fails on
many levels. The norm emphasizes memorization obmtextualized information and
passive receipt of preconstructed knowledge, raplstudents of opportunities to
critically analyze and deconstruct experiencesasdand interactions that make up their
everyday realities, to develop strong independkimking and problem solving skills,
and to develop a passion for learning. Robert R&®89) describes our current
educational model as being like an assembly-lifreere students learn “long lists of facts
that ‘every adult should know’ and standardizedstggoduce robots adept at Trivial
Pursuit but unable to think for themselves or twowate for the future” (p. 100).

While students may be asked to make sense of dnel gmblems related to data
that in many cases is far removed from their worttle problems and complexities of
real issues present in the students’ lives go endsed and unsolved. In some cases, this
omission is deliberate, because bringing those lifeakxperiences into the classroom
may instigate discussion and critique of the versteams of oppression which work to
uphold the status quo. Michelle Fine (1987) statés,low-income schools both the
process of inquiry into students’ lived experienegesl the content to be unearthed are
assumed to be, a priori, unsafe territory” (p. 158). In other cases, the omission is not

as negatively motivated, but the outcome is theesasmhatever skills and knowledge the



mimeographed worksheets and cookie-cutter curnoudim to impart is not transferred
to anything beyond the classroom walls (Smith, 1986

As Dewey (1964) says, “Knowledge can never be kxhrhy itself; it is not
information, but a mode of intelligent practice, laabitual disposition of mind” (p. 188).
The current educational model does not encouragtigent habits of mind. Some of the
most fundamental components of learning—thinkingscuksing, and creating—are
completely absent in classrooms. Central to thekihg process is the asking of
guestions to one’s self and to others and the sgeaKi answers to those questions, either
by one’s self or socially. Brazilian educator Pati@ire (2000) states that, “students
engaged in a continuous process of education shmuladept at asking questions about
[and of] themselves” (p. 227). Freire describes #lsking of questions as a creative
process, rather than an “adaptive” one, whereidestts are told answers which they
accept or adapt to. Following this line of reasgniBarell (1995) says, “Thinking is a
process involving exploration and experimentatwith no guarantee of success. When
we think, we are taking a calculated risk that mighmight not turn out successfully” (p.
19).

The asking of questions and seeking of answersdskanown as engaging in the
process of inquiry. Central to the inquiry procesthe creation of learning environments
that foster the establishment of trust and intéligcrisk-taking. This can only be done
when the normal paradigms of power within the c¢lams are subverted—when the
ideas that only one type of knowledge is validt tiere is a gatekeeper of knowledge,

and that the gatekeeper is not the student, anshweah In the current educational model,



however, these paradigms are still very much iisterce. This is characteristic of what
Freire (1970) dubbed the “banking method” of teaghi

Discussion is one of the primary means of socialstwiction of knowledge.
Freire (1970) says, “Only dialogue, which requicegical thinking, is also capable of
generating critical thinking. Without dialogue teeis no communication, and without
communication there can be no true education” {). By a discussion each participant
shares information that she holds, and others resfmit, counter it, consider it, question
it, debate it, add information to it, shaping ams$haping, placing and replacing the
information into the various mental schema thatythee developing. In the normal
classroom setting, however, little if any discussiakes place. In these classrooms, the
teacher talks and the students are talked to,rfogt@ teacher-student power hierarchy
and the passive, non-critical learning posture shadents assume.

Furthermore, the present educational system temesden racial and economic
gaps in achievement (The Center for Education Refol998), and fosters social
stratification, aiding in the creation and mainteceof disenfranchised communities.

Freire (1970) speaks @bnscientizacdoa consciousness that people reach as a
result of learning how to read their worlds, andoal that allows them to take their
freedom. | have borrowed from his idea and fromepttritical educators (hooks, Cary,
Greene, Giroux, and Dewey) to create my definitmi critical consciousness: an
empowerment that comes from engaging with the wadda critical thinker, and
therefore as an active participant in knowledgeatooa, and therefore as someone who
no longer simply accepts information and injustiessgivens without alternatives. A

person with critical consciousness has the abilityconstruct her own knowledge,



analyze the worlds around her, articulate her idsasut those worlds, and envision
herself as a change agent.

In order to reach this consciousness, one mustriexge a holistic approach to
education, very much unlike what characterizesctireent national educational model.
This holistic approach includes changing the waglshts perceive the information and
media they encounter, changing the way they seie tbkationship with the teacher,
changing how they see themselves as constructdusosiledge, and changing what they
envision as their role, power ability, and relasibip with the larger world. It is about re-
envisioning themselves as powerful actors, rathan tas powerless victims or passive
people who only can respond and react to whatne dnd told to themMaxine Greene
(1995) states, “Once we see our givens as contoggnthen we may have an
opportunity to posit alternative ways of living amaluing and to make choices” (p. 23).

Greene (1995) connects the power of education angctousness with social
change. She says, “...education should also be irkitits of critical transactions that
empower students to resist both elitism and ohjestti, that allow them to read and to
name, to write and to rewrite their own lived wafldp. 147). This sentiment is echoed
by educator John Dewey (1960) in the statementtiVAly to participate in the making
of knowledge is the highest prerogative of man @r@donly warrant of his freedom” (p.
192). Davis-Seaver, Smith, and Leflore, interpigt@airoux, state this connection even
more concretely. “For Giroux, the dialogical analdctical nature of the classroom
combined with a classroom pedagogy that encourggestioning, challenging, and

looking at issues from many perspectives built lo@ @ctive, hands-on construction of



knowledge by the students themselves is one whersaziety restructures its future to a
more democratic society” (p. 10).

Continuing with the critique of the traditional exdtional model, while rarely are
students allowed to engage in constructive dialanethink for themselves, even more
rarely are young people given the opportunity tgagre in producing creative work that
explores and makes meaningful statements aboutregwdities. Budget cuts continue to
bleed the creative life out of schools, as theld&bir standards-based and content-driven
curriculum takes over the national debate. Artimspdy absent in the academic lives of
many students, and because it is often only addesaithin elitist institutions such as
museums and prohibitively expensive private classes well beyond the reach of the
more socioeconomically-marginalized populations.

Stanford professor Elliot Eisner (2000) says, ‘ey do anything, the arts
embrace diversity of outcome. [The] arts celebratdtiple perspectives. One of their
large lessons is that there are many ways to seédndéerpret the world. This too is a
lesson that is seldom taught in our schools” (p.Af} educator Richard Cary (1998)
speaks of the power of art to help people devetidjgal consciousness. He says that art
can “open access to, often obscure, inner reabtismeanings” (p. 35). In this way, it
helps us see different layers of society, which tteem be deconstructed, through critical
discussion, to reveal hidden injustices.

Tying all of these ideas together, it is clear thaving opportunities to produce
art and critically engage with real issues in allehging, supportive, and student-
centered environment is crucial for the holistiv&lepment of self-empowered, critically

conscious, confident young people who can use tiaénts and resources to make



change. The project that | developed aims to dbthat. In the next section, | describe
the organizational setting, outline the generalicdtre of the project, and justify my
methodology, later evaluating it and discussingwithin the context of traditional

educational settings.



Program
This project involves a small group of high schetdents of mixed ethnicities,

genders, and ages, and one facilitator/instruater, It takes place four times a week for
fifteen weeks, or roughly one school-length semeske each three-hour session,
participants cycle through team-building theatrengs, critical discussions, critical
viewing, writing, and hands-on video productioniaties. These activities are facilitated
using a student-centered, inquiry-based, femimshstructivist teaching methodology
and philosophy developed and informed by the wggionf educational theatre, science,
and visual art instructors, as well as educatighabrists. | use a curriculum that |
developed, which is derived in part from the wofkpoevious media educators of the
Documentary Workshop at the Educational Video Qe(i®'C) and teaching artists at
New York University’'s Creative Arts Team (CAT).

The project takes place as part of the Documentéoykshop program at EVC.
The Educational Video Center was created twentysyago, as a place “dedicated to the
creative and community-based use of video and mattia as tools for social change and
as a means to develop the literacy, research,@spéaking, and work preparation skills
of hard-to-reach youth” (EVC mission statement).e TRocumentary Workshop has
existed for the same amount of time and is an nstep program that public school
students can take for high school credit. Both EAM@ Doc Workshop are housed in
Satellite Academy-Midtown campus, an alternativghhischool in Manhattan. Doc
Workshop instructors, myself included, must holdM\¥ork State secondary teaching
certificates, and are employed as regular teadnetie New York City Department of
Education. Because students receive credit foptbgram, they can attend during their

normal school day.
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As | designed the project, the first two weeks ameoductory, focusing on
building the familiarity and comfort level betwedhe students and each other, the
equipment, and language that will be used durimgpioject. This is an essential first
activity, because it helps participants feel tHatyt are supported by each other, and
therefore determines the amount of creative rigkatadone. Adolescents are naturally
more inhibited, due to self-consciousness stemrromg fear of being negatively judged
(Frankel, 1998). In order to work through thatialitension and to get them to a level of
comfort, we engage in structured “play” time. Thiegve to use collective creative
problem solving to figure out how to compose cartzamera shots, and they have to do
some theater games. The games require the stumeatzomplish a number of things
collectively, which gets them to begin working ttger, compromising, discussing, and
developing strategies to solve problems. The gaat&s require physical movement,
which gets the students out of their heads andHets relax.

| have observed this approach being successfulg usthe CAT Youth Theatre
rehearsals. Youth Theatre participants, who come foackgrounds and ages as diverse
as the participants in my proposed project and @daot know each other at the onset of
the season, begin to establish an amazing levebwifort with one another because of
the laughter, physical interaction, team work, faeste, and generally low-risk nature of
the theater games.

From the very first class, the climate is developgeat | want to hear what they
have to say, that | expect them to solve thingstiemselves, that | am genuinely their
advocate, that | want them to have fun, that whay tsay matters, and that this class is

about them. It is important to establish this & ¢lutset, because as | have discovered in
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my years of teaching, and has been described aheearaining literature (Wong, 1998),
the tone that is set the first day in many casésraenes the rest of the year.

Along with the theatre and camera composition ages; the first two weeks
begin discussion of major social issues. Drawimgnfitheir own experiences as well as
from news headlines, music videos, song lyrics, atieer common media, | help the
students identify themes, which are then isolated ased as subjects for subsequent
mini-production projects. These mini-projects havelual purpose of teaching specific
technical skills—such as story-boarding, loggingg ahot composition—and deepening
thought and provoking questions and ideas aboutgue.

In his writings, educator John Dewey (1964) stéltes all things must be taught
within a social context and be seen as immediatdgvant, not abstracted from real life
experience. | use the students’ interests and expp&s as the start and center of the
work for several reasons. It helps to erase theeimegic power relationships of
traditional learning environments, and the selsiing that many especially low-income
and students of color engage in, wherein they daotribute to discussions or feel that
their experiences are valid as compared with stisdeho resemble the traditional power
brokers (White, middle to upper class, standardiEmgpeakers). Florence says,

An elitist education alienates students who feel nieed to subordinate
their primary cultural traits and characteristiosarder to assimilate prevailing
modes of knowledge and feeling. The process “sdshstudents whose ways of
being, feeling, and knowing differ from prevailingpdes (p. 103).

bell hooks concurs, “Focusing on experience allstuslents to claim a knowledge base

from which they can speak” (p. 94).
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During the next two weeks, we venture out of tresstoom and into “the field”,
visiting performance spaces and museums where wetated to our topics is exhibited.
We also watch student-produced and professionatighgced videos pertaining to the
themes. Mark St. John (1998), discusses this eakardmponent of inquiry-based
learning—the engagement of all participants in areth experience that serves as the
point of reference for subsequent investigation amotk. The experience makes
discussion real, rather than abstract, becausersisidre talking about things that they
actually experienced with their own senses—pedpdy saw, sounds they heard, odors
they smelled, etc. It also opens up the space fdatipte interpretations of the same
phenomenon, which makes discussion richer.

Any ideas that resonate with the students afteffiid trips and video viewings
are further discussed, and these ideas help nadmmn a final documentary topic.
During these topic development conversations, lwisat is known in teacher circles as
the KWHL method: What do younkw?, What do you ant to know?, ldw would you
find the answers to your questions?, What did yaur? These are essential questions in
the problem-based learning method, a type of iygo@sed teaching/learning practice,
which is itself a constructivist learning methodeWlso use graphic organizers (Venn
Diagrams, “T-charts”, webs) to help process theorimlation we are receiving. The
graphic organizers are flexible, meaning that tifermation gathered and written is not
fixed in stone, but is as flexible as our own thirgkabout it. Through these discussions,
the students determine what the subject of thenkvig and they are more likely to be

committed to the work, since they chose it basetheim own interests.
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We then begin learning more specific editing teqgbes, and do critical viewings
of short segments of various works, keeping an @ayefor artistic elements (use of
music, sound effects, images, digital effects, wary dramatization, camera angles,
etc.). | hold mini-lessons with Final Cut Pro, afitieg software, to teach the students
how to do certain effects, and they engage in arebsmall project using the effects that
| just taught them. Each small project uses onmamy effect, so that the students have a
better chance of experiencing success with it. NXd Education professor Eve
Eisenstadt recommends this approach, as oppodetting students do anything for each
project, for this very reason. Therefore, at treeption of each project, | demonstrate the
technique in front of the whole group before theyrkvindividually.

To develop the students’ own vocabulary and ctiticeedia literacy, when
looking at other videos and when critiquing thedstuts’ work, | draw attention to
characteristics such as: shot composition, biase,pasual/audio relationships, stories or
narratives, and other elements that make the pmeossessful. They gradually begin to
be able to point out those things as well, andyappm to their own work. While they
are working individually, | rotate around the rodamgive advice, to have “mini-studio
conferences”, and to help the students problemesdlvhen doing art production, my
goal is not to teach participants how to mastecarique, but rather to expose them to a
range of meaningful experiences in a supportivarenment. Issues such as individual
style, and artist process will be continually dssed so that the students know that they
do not have to emulate the quick-paced MTV stylediting in order to be successful

media makers.
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They work on their small style projects full timatii the fifth week, and engage
in critiques of their work from aesthetic and thémastandpoints, using “warm”
(positive) and “cool” (suggestions for improvemeig@dback. This process of critiquing,
a commonly used evaluation method in constructi@dtcation circles, is another
important way to get the students to voice theiinigms about tangible things and to
make abstract associations between images and alef@elings. The warm feedback
allows them to give and receive praise—an impontdgrnent of gaining confidence. The
cool feedback forces them to find ways to artieulawersion and to constructively
challenge each other. Together, the warm/cooljcrés help the students to see and voice
multiple opinions about the same work.

The constant engagement in dialogue about conaetk immediate things
develops their ability to articulate their ideasoabaccessible topics. They gradually
build to discussing issues and ideas that are @os&act, distant, and “universal”. This
is the direction of movement recommended by theadteeators Gavin Bolton (1984) and
Christopher Vine (unpublished class lecture notes).

During week six, students define what their finatdmentary topic will be. They
go out into the field again, this time to intervieandom people on the street about the
narrowed topic choices. The educational theatienigoe of tableaux, commonly used as
a devising tool at CAT, is also be employed dutimg process to get students to explore
topics from different points of view. From our dissions, we devise several guiding
questions that will direct the students’ thinkinigoat the content of their video. This
inquiry-based approach, advocated by Elenor Duckw@i996) and Barell (1995),

among others, makes the search for answers morengeand meaningful. Barell says,
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“Education for thoughtfulness is fostered whenepeosblems presented by teachers
and/or students mean something to the participddes.must own the problems, make
them ours” (p. 17).

Week seven is an intensive discussion and planpérgpd. We brainstorm and
begin researching all of the people and placeswieatvould like to interview and tape,
and we begin making calls to schedule appointments.

Weeks eight through twelve are the intensive pctdo period, when the bulk of
the interviewing, shooting, and editing takes pldidee students put all of the skills that
they have learned over the previous weeks intotipeaor their final project. As short
segments are worked on, we have small group ce$iguevision, critique, and more
revision, until a final piece is ready.

Week thirteen is when the final video is screenBuk screening is open to a
community of family, friends, and the general pablThis is important for celebrating
and honoring their work as legitimate art worthypablic viewing.

In week fourteen, | hold individual appointmentstiwstudents to help them
collect their work and prepare for the final rowadale presentations. Roundtable
presentations are a common method of assessmaitternative learning environments
and are a core part of the program that Steve Gand(®993), founder of EVC,
established in teaching youth media. The presentrequire students to share what
they learned during the course of the project—whay found difficult, what skills or
concepts they are most proud of gaining, how thesy themselves using the skills and
concepts in the future, etc. It is the time whegythynthesize all of the learning that has

taken place, and articulate it to a group of aduliside of the project.
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Throughout the entire project, | facilitate classing constructivist teaching
methods that | have culled from the writings of masf the educators that | cite
throughout this document. Constructivism itselhcg a specific methodology, but rather
a theory in the world of educational psychologyarfsiing in opposition to behaviorism
and maturationism, and credited to the work of &iagnd Vygotsky, constructivism
proposes that learners actively construct their émowledge and understanding of the
world by creating schema, or chunks of informatibnese chunks shift, are broken down
and are reorganized as new experiences (dialediteal, sensual) are introduced. Many
constructivist educators and theorists put muchykateon the influence that society has
on an individual's schematic development, henceléinge role that discussion has in
constructivist classrooms.

According to constructivist educator Catherine TvegmFosnot (1996), key
characteristics of constructivism are: the shaghgleas within a community of learners
so that those ideas may be strengthened, changddyeloped more thoroughly; and the
emphasis on experimentation with ideas throughatieng of questions, the making of
mistakes, and the challenging of assumptions.

Another key characteristic of constructivism is @mphasis on reflection. Fosnot
states, “Reflective abstraction is the driving ®af learning” (p. X). Students might have
opportunities to engage in hands-on activities doeh experiments, or explore the world
outside of the classroom, but reflecting on theévdies afterwards is just as important as
engaging in the activities themselves. Journalingitand discussion of process help
concretize learning by giving students the oppotyuto process experiences and think

through ideas. Depending on the journal prompis,whting helps students position or

17



reposition the experience into their schema. #l$® an invaluable tool for encouraging
what St. John (1998) calisroprioception or knowing what you know. | use journal
writing heavily during the beginning of the projeend always after a key moment in
either the thematic development or the producticih@ documentary.

| also respond to the journals. This serves an itapb function, because it lets
the students know that they really are being he&ldoantable for saying something
meaningful, and it gives me the opportunity to &ritomments and questions to push
them to think more deeply about the subject or Bgpee. Before | give them their first
journal assignment, | explain to the students éxadbat the purpose of the journals is—
an opportunity for them to reflect on what theyt@ne in class, and a tool for both them
and me to assess their growth. As art educator yPAHlgers (2000) notes, it is very
important to be up-front with adolescents aboutube of the journals, so that they give
appropriate and useful responses.

In addition to teaching within a constructivistrfrawork, | use specific teaching
strategies that encourage both critical thinking ask-taking in the classroom. In his
work, Teaching for ThoughtfulnesBarell discusses these strategies in detailllllisi
some of them here, and in the next section wilb@late on how | used them. The
strategies include: modeling my thinking processhst the students begin to incorporate
it into their own thinking processes; setting haeppectations for the work and making it
clear that there is an audience for their worktsere is some accountability that they
must take; listening to the students’ ideas andughts and making sure that other
students listen to and understand what their clas=ssrare saying; posing problems and

asking questions and having students do the samacto other; responding to questions
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and comments with genuine interest and understgnadind fostering peer interaction,
rather than setting up dependency on the teachraot@ the discussion and respond.
While the cognitive science, methodology and pedsgare central to this
project, another core element of it is the useidée production, and more specifically
documentary production, as the tool or medium @i@nation. Critical consciousness can
indeed be developed outside of an arts classroatnthle use of the arts in this context
empowers students on many levels. Documentary ptimstuprovides opportunities for
infusing a multitude of visual and aural elementa istimulating and engaging way. As it
is a non-fiction but also narrative genre, it is iaaredibly powerful way for young
people to deeply explore the issues and realifi¢iseir everyday lives, to research those
issues and learn from people engaged with or wgrkinimprove those issues, and to
make statements about those issues. Studentsaahgcprg something that can be shared
with and enjoyed by others. As well, they are eingggn a creative process that is too

often denied them in the public school setting.
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I mplementation

The students in the program were recruited in abmrinof ways. | wrote and
faxed a description of the project to approximately high schools in Manhattan, the
Bronx, Queens, and Brooklyn. Internship coordirmtand guidance counselors who
received the bulletin then posted it, and inteestidents called me to schedule an
interview. Some students heard about the progratependently from students who
participated in the Documentary Workshop in presigears, and they called or visited
the office to make appointments.

The selection process was guided by a number tdriad wanted an ethnically
and socio-economically diverse classroom with ama of genders. | wanted students
who were not necessarily outspoken in class, asagsahose who were not particularly
politically-inclined or who already had a high degrof critical consciousness. | also
wanted students with no previous video productigpeeéence. All of these things |
assessed during initial intake interviews.

At the start of the semester, | had thirteen sttedenrolled in the class, three girls
and ten boys. Recruiting girls has been a challeogehe Documentary Workshop
instructors in the past, though | am not sure wWWthin that group, all came from
alternative public schools in Queens, Brooklyn, Brenx, or Manhattan. Miguelifa
Tamara, Demetrius, AJ, and Kyle were from SatelAisademy, a “second chance”
school for students who were either discharged father schools or had dropped out
and made the choice to return to get their diplorkBesather, David, and Steven were

from City-As-School Manhattan, a school that offsiisdents internships as the core part

" All real names of student participants have béwmged to protect their identities.
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of their learning experience. Ernesto was from -@isySchool Brooklyn, which is part of
the same program as its Manhattan campus, but wgederally attracts more lower-
income students and students of color than the kiterin campus. Akash came from
Brooklyn International High School, a school foceat immigrants. Shawn was from
Fannie Lou Hamer Freedom Academy , a small “schoibiin-a-school” in the Bronx.
Antonio and Jose were students at Vanguard Higlo@chll schools with the exception
of Brooklyn International use portfolios as onetlod methods of assessment. Ethnically,
Heather and David were White; Steven, Miguelinajofio, Jose, and AJ were Latino;
Tamara, Shawn, Demetrius, and Kyle were African-Acam; and Akash was a recent
immigrant from Bangladesh. Heather and David wére inost socio-economically
privileged students. The others lived in low-incone@ghborhoods around the city.

After the first two days, one of the girls, Tamaveho had a serious truancy
problem that her school’s counselor neglected forimn me about, dropped out. During
the seventh week of the program, Kyle, who had Weeing fights with his mother and
who had just been kicked out of his house, als@pid the program. Another student,
Steven, who was a principal actor in a movie tteat heen released in theaters midway
through the course of the semester, took a leawabsénce to travel with the movie’s
director to promote the film. Though Steven retdrte the program, his participation
after his absence was minimal. In the end thereewien principal students: Miguelina,
Heather, Demetrius, David, Akash, Ernesto, Shawrioiio, AJ, and Jose.

Structurally, the semester looked very similar ¢aH envisioned and described it
in my proposal. The sequence of events was truth@éoplan, though many of the

individual activities that made up that sequenceewseated very much in response to
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the moment. | will describe the activities thatéFf comprised the core of the project and
represent the pedagogy and methodology that | egpou

One of the questions that | asked each student partaof the initial intake
assessment interview was, “How often do you gebioe your opinion?” As a follow-up
guestion to that | asked, “Do you think you getdieed to enough?” Ernesto responded,
“[1 don’t really get to voice my opinion] outsidd school, because people aren’t trying to
listen to you. | feel like people don't really caabout what you have to say.” That
sentiment was echoed by other students. “A lotexipte don’t want to hear what you
have to say. Especially, they see a kid...they're,likhat does he know?” Heather said,
“I've always gone to alternative and open schodlsngy life, so we have a lot of
discussions and stuff. | feel like I've always hhe chance to talk about things, and |
think the teachers have respected my opinions.défiom Heather, who was one of the
more politically and socially aware, as well as ariethe more critical and articulate
participants, the other students never really esly saw themselves as part of the
larger social discourse. Repeatedly, they expreffssdsentiment, a major implication
being that since no one cares, what’s the poidbofg the talking?

It was important to immediately set a counter ttoreéhe semester—to make my
pedagogy known up front, so that they know thatamdy in this classroom do they have
permission to think, speak, and question, but t#lab | am holding them responsible for
doing so. The first activity of the semester protied. Ostensibly it was an introduction
to camera techniques. Whereas in most classesdhbdr simply tells the students where
the parts of a camera are and what the types d$ $bok like, | gave the students the

cameras and had them go around the school in grmupsactice getting some of the
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shots. | told them to be as creative as possiblegtate the usage of the camera, to have
fun, and that we'd look at their work at the endtioé class time. While they shot, |
walked around and checked in on them to help with &@chnical problems that they
might be having. Some groups were timid and jusitwlerough the sheet, quietly getting
the shots and passing the camera. In other grdupsever, the students were more
energized and playful. | heard them asking eaclrajbestions and making suggestions,
“Hey, let's go up to the office and get shots of fheople at their desks
doing work.”
“Oh, look, there’s a stuffed monkey. Let’'s get & gaot of that.”
“Wait, how do you zoom, again?”
“What if we do like a little skit where someone f@lowing you, like
you're a killer or something, and we get an over-shoulder shot of it?”

‘I don’t know. Let’s try it.”

When we came back as a whole group to view theirkwthey all seemed
interested and excited about seeing what each ptloeluced. There was laughter and
some comments of support: “That was a good sh¥liére did y'all find that monkey?”
| made comments, too, and made sure to say sorgeffeinuine and positive about at
least one of each student’s shots, so that theyldvtmel success, especially those
students whose groups were more quiet. It was itapbfor no student to feel that they
had failed because they were not as creative a&s sthdents. | continued this practice
throughout the semester.

From this first activity, the students saw a numbé things: that they are

expected to problem solve for themselves, that ttayproblem solve for themselves,
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that asking their peers (as opposed to the teaches) good place to start problem
solving, that their ideas are validated by otherduding the teacher, and that the teacher
supports and encourages their work and their id&ls®. on this first day | introduced
another important component of both the project mmydmethodology—self-reflection
through journal writing.

| followed this up the next day with the introdusti of their first camera and
editing mini-project. | chose to center this adyivaround the activist work of the Black
Panther Party and the Young Lords, in order tathice the idea of social change shaped
by young people. | first began the discussion, gty from the students all of
information that they knew about the two groups.httwhas heard of them? What did
they do? What other information do we already kradwout them?” This validates the
knowledge that they already hold and establishes ttiey can inform and teach each
other—that | am not the only teacher in the roone then read both groups’ 10 Point
Plans. Again we went around the room collecting twtha students understood from the
texts and thinking about the points in relatioriheir lived experiences. “What were the
main things these groups were fighting against?hat\things were controversial to you
or you didn’'t agree with?” “Are any of these thingfdl problems today? Why do you
think that is?” | then asked them to separate gntups, which | had pre-determined, to
create their own 10 point plans—things that theydike to see changed or would
want to change if they had the power.

It was interesting, because this was the firstgassent where they are forced to
talk, and then to talk about their political vievesyd some students were at odds with

others. Because the plans were joint, they hadsttusls and had to compromise in some
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way. One group had David, a student who descriliddif as apolitical and who only
wanted to deal with “fun” things—nothing “seriougie felt comfortable expressing his
views, but his other group members didn’t thinktthes ideas should go on the plan,
because they were not as important as other thitigsissues were more related to the
treatment of youth, and included things like lowmgrthe drinking age to 18 and getting
rid of dress codes in schools. Another studenhénsame group, Akash, is an immigrant
from Bangladesh who was in his last year of highost He felt very strongly about
getting rid of the ban on giving college financadl to immigrants and denying health
care to undocumented immigrants. David and Akagheat vociferously about the issue.
David felt like undocumented immigrants shouldmviee be considered people, since
they're here illegally. At my suggestion, they agteto disagree, and decided to
compromise by putting everyone’s issues on thebist being clear when they presented
them to the larger group that not all of them adreéh everything.

This activity served as a good springboard to bégliking about the issues that
would later shape their documentary. Once the stsd&esented their points, | had them
then think about how they would visually represietideas. | selected one point, “There
shall be no blood for oil,” and asked how they wbabnvey this idea using only images,
with no sound. The only audio would be the wordshef point. One student said, “We
could show an army in the desert fighting.” “Thaters the ‘blood’ part, but how would
we understand that they're fighting for oil?” | @sk Another student suggested, “Well,
we could have, like, soldiers fighting in a gadistainstead of in the desert.” “Oh, walit,
how ‘bout this... We could have a man at the gasostggtumping gas into his car. Then

in the next shot, instead of gas dripping out @f pump, it's blood.” The students liked
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that idea, so we began to storyboard the sceng bghshot, using the terminology that
they learned during the first class. When | fedittthey had an idea of how to proceed, |
had them in their small groups come up with im&geshe rest of their points.

David, who | sensed had been feeling a little attb@cause of his views, turned
out to be a skillful drawer, so his group membesised him to be the storyboarder, a role
which he accepted proudly. The groups took to @ls& bf creating images really eagerly.
They were all trying to come up with ideas, makijerence to music videos and
commercials that they had seen. They began suggestenes that would take hundreds,
if not thousands of dollars worth of props, equipimeand actors to execute, so |
problematized their task more by adding the comdgaf human resources, money, and
space. They could only use themselves as actaps phat we already had in stock, and
locations within a two-block radius of the schoalilding. Those constraints sobered
them, but they accepted the challenge and begamltoaround the building to seek out
ideas and materials. There were no silent obsehatisg this process. Everyone was
engaged with the task, if not as the person whtkthof new ideas, then as someone who
gives feedback to an idea already offered.

Once the images were created and the storyboaedgndfor at least partially
conceived if not fully sketched), the rest of thrstfweek and the second week was spent
shooting and editing their ten-point plans. | taughmini-lesson introducing them to the
editing software that they would be using, Finat €to, and instructed them on how to
execute the program’s basic functions. The tenippian activity, therefore, was
designed to not only have the students begin ictieiga with each other in a creative

context and discuss issues of importance to themnalso to get them familiar with the
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technology that they would be required to use wpeoducing their group’s final
documentary in the weeks to come.

During the end of the second week of class, théoNat Moratorium to Stop the
War on Iraq took place. | found out about a sesfesvents as part of the moratorium that
specifically catered to students, and | knew frowirt 10 Point Plan activity that some of
the students were interested in the war. | decidedke my students to two of the events
as a “field” experience. Before departing, | expéad what the event was all about, and
distributed an assignment sheet to help guide theerience (see appendix A). | broke
them into different groups to help them get betisquainted with other students and had
them brainstorm questions that they wanted to astcgpants in the events in order to
find out more about the event itself, the war iaglrthe participants’ personal opinions
and motives, or any other related information. \&W@ktcameras and microphones, and |
instructed the students to rotate crew roles wiogrdgcting their interviews, as well as to
complete the tasks on the assignment sheet. Westtenut to a rally at Hunter College
and a creative arts speak-out in Williamsburg, Bhpo | let the students go about their
tasks and mingle on their own, and collected teguiipment before they left for home.
We would debrief the event during our next class.

Prior to this, we had not discussed how to do uiters, so this activity also
served as their first street interviewing expereeriaeviewed the interview footage from
the event and noted where students used good ieweng strategies as well as where the
interview could have been pushed harder. Duringniird class, | showed segments of
the tapes, which the students were excited abaihgesharing my observations about

their interviews. We developed a list of “intervieqy do’s and don’ts” based on both my
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comments and the students’ observations. As welldiwcussed the things that they saw,
heard, and thought about the events themselveseT$todents who didn’t really know

that much about the war learned about the issuwkakmof them learned more about the
organizing that was being done both in oppositmard support for the war. They said
that the responses that they were getting fronr thigrviewees piqued their curiosity to

find out more about the government. They wanteknimw, “Where does all the money

the government collects in taxes really go?” “Wivate the real causes of 9/11?”, and in
general, they became more questioning of what #dreytold by the media about the

government. All of these ideas were added to aingnhst of possible documentary

topics.

During week three, after the first video and edjtmini project was completed,
we began to view other student-produced documestatiused the standard viewing
procedure that the Educational Video Center dewslognd practices. Students break
apart a documentary according to its video andaetiiments, as well as around what
driving questions the video was made. In analyzhegvideo in this way, the students
learn the language of media production, see itsipiiies, and see the potential that it
has for manipulation of original content. They algarn the importance of having
multiple perspectives in the documentary. They fainout that the producers used
multiple interviewees from a variety of organizasorepresenting different viewpoints,
and understood how this strengthens the tape. Véaved Through the Eyes of
Immigrants, The Quest to Express, Waiting to Inhaled Crack Clouds Over Hell’s

Kitchen(all produced by and available for purchase thnoayC).
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Using these documentaries as the starting pointlis@issed and made a list of
components and characteristics that good docunmestahare. They arrived at these
things through their own analysis, revising sometlod characteristics when their
classmates or | proposed opposing viewpoints. Quaest was adamant about the fact
that a good documentary should be entertaining, aaradher student concurred saying
that it should be funny. Other students disagreagling that some of the videos we had
seen weren't funny, but they were still entertagnbecause they were interesting. “What
made them interesting, as opposed to boring?” @écskhe students debated this, finally
deciding that entertaining included a lot of thirsgeh as subject, use of personal stories,
editing of long sound bites, good music, and s&fiseumor when appropriate. Because
they composed the list and because they put & btoaght in constructing it, they were
made further aware that their own observationvalid.

Following the creation of their “good documentahgt, we began thinking more
deeply about what they might want the group’s fal@tumentary to be about. In order to
prevent self silencing that sometimes occurs withnge group discussions, | had each
student write independently about one topic theft &rongly about using the
“Developing the Documentary Topic” sheet (see adpem) that | modified from
previous EVC workshops.

| then regrouped the students for the start ofr tbecond video and editing mini-
project, avox populimontage of quotes about one or several topicsectdifom street
interviews that they would have to conduct aboettthpics that their small groups were
to select. We reviewed some of the good intervigvstrategies that we had discussed

after the moratorium event interviews, and in ttsmall groups, the students selected a
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topic and created new questions for street interwieNe then hit the streets to begin
seeking out interviewees. As | describe in the watadn section, the street interviewing
process is an exercise in critical thinking “onfget”. In some cases the students relied
on and did not stray from their written questiolrs.other cases, often after an initial
nervous interview, each student began to open eagllyr listening to what their
interviewees were saying, considering what theyevearying, comparing their answers to
what the students themselves believed, and offdalhgw-up questions to challenge the
interviewee or elicit more information. Upon retumgp from this outing, the students
commented that they were both invigorated and ia@ted by the process. “It was hard
to think of something to say back to the persogotl stuck, and then | felt stupid, like
‘um, OK, | guess the interview is over,” admittdtiguelina. David said, “Man, this one
guy didn’t know what he was talking about. | askéth one question about cloning, and
he gave me one answer, then when | asked him an@thew-up, he gave me a
completely different answer! He was all confused.”

After interviewing and logging the interviews (wWmi¢y the responses verbatim so
that the group would have a record of them to ukigevediting), the groups had to then
read over the logs of all of the interviews andeselsound bites that they felt were
poignant. They cut the selected quotes from theslagets, and as a group had to arrange
them in an order that they felt made a statementitatine topic or topics. We vieweox
populi montages of other student-produced and profes$yopadduced videos and
discussed how the editors arranged their quotesnduad effect the arrangement had on
the viewer’s opinion or understanding of the isduetroduced the use of text graphics as

the technical skill for this project, so a new eéhwas added for the students to think
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about—how to use both their own text alongsidehef $elected sound bites to create a
statement.

One group completed both the selection of quotelstia@ editing of this second
mini-project quickly. They used only one text serée introduce their topic, and chose to
make their piece about just one topic, cloning sTdroup was extremely talkative during
their planning and editing stages, but their bamtas mostly unrelated to anything we
had been discussing, and was instead about musiges) and other adolescent interests.
When 1 tried to challenge them to think of usingttéo add commentary, or to add
another section of quotes about another topic, thegglined the suggestions. Another
group, however, was not talking about social things rather was really focused on
figuring out how to arrange the quotes and howde their text to add new layers of
meaning to the quotes. Their planning stage tooloal two whole class sessions, and
they chose to stay late to finish the computernrmglitThe third group was somewhere in
between—chatting with each other as they worketipbaducing a thoughtful piece with
good use of point/counterpoint and memorable quotes

When all projects were completed we had a screeofitigeir work. This was our
second screening, but the material we were worliily was quite different from the
highly visual 10 Point Plans that we viewed in fivst screening. Thevox populi
montages were more like the kind of work they wdoddcalled upon to do in their final
documentary. In their critiques, | asked them toy @dtention to the content and
organization of quotes. What message or statennitdhe subject did they think the
producers were trying to convey? What do they thweke the criteria that the group used

to organize the quotes? How did the titles affbetdound bites? Did the titles add new
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meaning? Did they clarify the meaning? What changesadditions would they
recommend? Rather than giving general warm and tmmdback, they had to give
specific constructive criticism. “It was good. Yowade it seem like people were saying
things they didn’t really say. Our group used sahéhe same quotes, but the way you
chopped them up and put them together was nicedot't know. | noticed the same
thing, but maybe it's not so good to kind of likeunipulate what people are saying, you
know. Because that's what the media does, andhbeyying to twist things all around.
So I don’t know...”

In my proposal, | envisioned the third and fourtbeks of the project to be spent
viewing videos and being out in the field. Howewshile we did do a lot of viewing
activities, we only went out into the field twicEhe first was to the Iraq war moratorium
rally. The second excursion took place during tfie fveek, and was a trip to the Lower
East Side of Manhattan to observe a neighborhodéngoing gentrification. During the
creation of the 10 Point Plans, one of the studergstioned that he lived in the Lower
East Side, and that he noticed a lot of gentriicahappening. Most of the students were
not familiar with that term, so after he explaingdeveral more expressed interest in it. |
thought that a neighborhood visit would make a gexclursion, because it is something
that is very visible and could spark a lot of suhsnt discussion.

Before the class’ visit | took a trip to the neighbood myself, to see what
sections | wanted them to explore. | chose threallphstreets as areas 1, 2, and 3, and
told the students to walk north and south nine kdoon each street to record their
observations. | did not tell them that we were gadio observe gentrification, but rather

that we were going to do a neighborhood study, lammio a community mapping
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exercise. The students could focus on either theestand businesses, the people, the
housing, or the services. Each category had ardiffeset of questions to guide the
observation (see appendix C). Also, each studesttavareate questions and interview at
least two people about the neighborhood. Each studek only a clipboard with the
observation grid and their questions on it. | dat have them take their cameras with
them, because the cameras are sometimes distraotithg students and off-putting to
potential interviewees. | felt that the absenc¢hef cameras would let the students focus
on the observations.

Although they did not know that gentrification wédse hidden subject of the
study, after walking through the areas that | fthhiified, the students came to their own
conclusions that that was what they were seeinger@k of the people who they
interviewed also identified it as a problem, eitlwsing the term gentrification or just
describing the phenomenon. When we returned taldmsroom the following day, we
debriefed the experience. The students noticedlrarid class differences across the
areas, differences in the types of stores andrilcegof food at the restaurants, prices of
rents at the local real estate agencies, the nuofbenovations or lack thereof, and the
green spaces in the area. That excursion servadyasd discussion stimulant and raised
a lot of questions. The students wanted to knowrghase this phenomenon was
happening, where all of the people who get displaa® up moving to, and whether the
people who owned the stores in the neighborhoaml Ialed in the neighborhood. It also
made them think about their own neighborhoods imgarison. When it came time to

choosing a topic for their final documentary, hoeguhey felt like they had already
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learned enough about gentrification, and they wieee of discussing it. It did not carry
enough excitement and interest for them, and foresib was just depressing.

During week six, it was time to decide on what final topic would be. We had
discussed and discussed, and many of the origilealsi either had been talked into the
grave, or were abandoned because they did not theetriteria that the students had
developed for what would make a good documentagcaBse we had been doing so
much vocal group discussion, | decided to do soimgtdifferent. In theatre groups and
community-building circles, | had seen an actiwised called the “graffiti board”. This
was a previously unintended exercise, and the rebdecided to use it is that it gives a
space for silent discussion.

| put sheets of newsprint on the walls, each witle of the remaining topics
written at the top. | gave the students four qoestito answer at will on each of the
sheets: Why would someone need/want to see a dotaryjebout this topic? What's so
interesting or controversial about it? What woutdi ywant to find out about this topic?
Who can we interview? | told them to respond to angll of the questions for any or all
of the topics, and that the goal of this exercise W help fully develop all of the topics
so we could make a more-informed decision. Sincery@ne is writing on different
sheets and since no names are used, students lweulge to write what they really
wanted write. There is no pressure to say the ttiihng, no judgment is taking place,
and they could do it at their own pace. They caléb respond to whatever they wanted
to respond to, read what other people wrote, ahdhkemselves be influenced or be
unaffected by the previous scribblings. Just agenbbal discussions, | also participated in

this activity as an anonymous scribe, so that Idcadd comments and ideas that others
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could work from. From this exercise, a very thorouigt was developed for each topic,
and the students got more excited about a lot eftéipics. Included in their final list

were: the intersections of music and politics; Bariot Act and restrictions on privacy
and personal freedoms; how tax money gets spenthéygovernment and why it's

distributed in the way it is; the conditions of therking poor and how people can work
but still be poor; youth entrepreneurs; youth asth; and unemployment due to the
recession.

The day after the graffiti board activity, | hadcetbtudents discuss each topic’s
pros and cons, with regards to which would makér@enger documentary in the time
frame that we had. The conversation was centerathdrhow the topic would or would
not make a good documentary, rather than arounsicassion of the topic itself. A lot of
critical thought went into the consideration. Theadents began to talk about things like
bias, slant, conflict, timeliness, interest to oth@ung people, social urgency and
importance.

After a series of two consensus votes, the studimédly decided on youth
activism as a topic at the end of the sixth weekhdught we would be able to
immediately move into the creation of subsectiohshe documentary or establish the
line of inquiry. However, | noticed that there weseveral students in the class who
became extremely silent and withdrawn. | sensetltttey didn’t feel connected to the
topic—that they had chosen it because they thosgite some of the more vocal
students wanted it, that they should want it, t80. rather than moving on to my
previously planned next sequence of activities askl further alienating a third of the

class, and rather than doing a re-vote, sincet lliked the topic could work and that the
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students could find a place of connection and &stein it, | decided to begin the topic
with an exploration of the enormity of the termiasim.

| knew that several of the young people were fdnsimhop, and | had just read
an interview in a magazine with a popular undergebhip-hop group called dead prez
[sic], whose lyrics are very political. One of tl¢her topics that the students were
interested in had to do with politics and musicd aseveral of the students were
disappointed that it did not get selected as theet&o | wanted to pull that issue into the
picture, since it definitely lay within the scopkaxtivism. | photocopied the article and
we read it as a class. | did not introduce the gras an “activist” group, though. By
reading the article and discussing some of thetpdhmt the musicians made in it, the
students came to see that on their own. Some dittleeents were fans of the group and
were excited about reading about one of their fé@tip-hop groups in class. When they
connected activism with hip-hop, they became moterested in pursuing the topic.

We began putting together a working definition afthdsm. | gave several
scenarios and asked the students if they consideaekl to be activism. They generally
considered all of the scenarios to fit, and sortfieal definition was very broad. This
was good, because it was wide enough so that #ieike the topic could go in more
places than just a look at rallies and protestsrttamny of them still did not relate to. One
of the students, who turned out to be a key voncehaping the project, asserted that
activism is a white upper class phenomenon, andpthar people couldn’t be activists. |
asked him to turn that assertion into a questiad. 2 know that for sure? What about
the Black Panthers and the Young Lords? | showethttwo documentaries that were

made by members of those groups. Did they see #ieess as having similar
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socioeconomic status as the members of those dgtdMese the young people in those
groups activists? How were the groups able to datwhey did? How did that activism
differ from the activism they see today? What actstior that difference?

We listed out some of the stereotypes that theydfattivists, and turned those
into questions that we would explore in the docutaen The questions generated more
guestions, and we were well on our way to creaingsections of the documentary. They
decided that their final documentary would explongat “color” the youth activist
movement is; the degrees or levels of activism;dtiectiveness of youth activism; the
history of activism; music as a tool for activisthg youth anti-war movement (in the
context of the impending war against Iraq); whatithoactivism looked like in other
countries; and youth activism in favor of the ssaquio.

With that huge list of subsections, | began doggearch to find interviewees and
information to help answer the students’ questidnssed my mornings before the
students came to class to make telephone callsiamternet searches, and managed to
track down Maya Enista, one of the East Coast semtatives for MTV's Rock the Vote.
| thought that getting a young person from MTV wbélirther hook the students on the
topic. As it turned out, not many of them had heafréRock the Vote, and some did not
consider the organization’s goal of registering n@people to vote to be a form of
activism. They read about both the interviewee thiedorganization online, and came up
with a list of questions for her. Some questionsewings like: what is it like to work
for MTV? But other questions illuminated their skejgsm about voting and their lack of
faith in this very traditional civic rite: What'$hé big deal about voting? What's your

personal motive for doing this? Like, why are yeally involved? What changes have
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youreally effected by registering thousands of yopagple to vote? What impact do the
youth really have? Have any laws actually beengmhes changes been made because the
youth have voted for them? Don’t you ever get disaged that what you're doing is
ineffective and that voting isn’t going to changgthing?

During the same week that we interviewed Maya, e had an interview with
Zara Khan of SLAM!, a radical student activist angation at Hunter College. In this
case, it was two students who initially had madetact with Zara. On the day of the war
moratorium, the two had met Zara at a rally and lget information, because they
thought she was an interesting person. They gaveéhmenformation with their other
assignments, and after they had all selected the,tbcalled Zara anticipating that she
might be a strong interviewee for the document&gyain we read about SLAM! and
about Zara, and the students created questionghButme their questions focused more
on the issue of the involvement (or lack theredfp@ople of color in activism, because
they learned that SLAM! is a controversial studeftolor-led organization on Hunter’s
campus. The class traveled to SLAM!’s office to doct the interview, and there we also
met some of the other members of the group. The#ests seemed captivated by all of
the revolutionary political posters on the walledaxcited by the energy of the young
people in the office. The SLAM! members took thedeints on a tour of Hunter’s student
union building, pointing out and explaining sometbé personalities (Angela Dauvis,
Fidel Castro, Mumia Abu Jamal) and events on th&tgue that plastered the hallways.
My students had never heard of most of the thihgsthey were being told, and some of
them came back to class the next day talking ahowtignorant they felt about the world

and how angry they were at their teachers for awirty ever told them that history.
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After one more outing to a youth activism confereat Columbia University, my
students decided in week eight that they wantegbtto other high schools and interview
random students about activism. They felt like theg been interviewing people who
were socially and politically active, but that teggeople did not represent the majority of
youth. They wanted to hear from people like thenesl predominantly lower-income,
non-college, non-active students, who they felt enag the true face of youth. They
wanted people to express the real obstacles taylativists, in order to, as | see it,
validate their own experiences.

| took this as a sign that they were beginningaaow down their original huge
list of documentary subsections to focus on a @aer line of inquiry and an audience.
So at the end of week eight, before their sprirgpky | had the students identify what
they felt the goals of their documentary should Deey all seemed to agree that not
being active was not a commendable thing, but teyted to validate and talk about the
reasons why a lot of young people are not actileyTcame to a consensus on two major
goals: to encourage young people to become astiaistl to show young people how
they can be socially and politically active. In erdo achieve these very positive goals,
they decided that they needed to show: why yourgpleearenot active; how different
issues affect young people on a personal levelateemplishments of youth activists;
the issues that young people are fighting for; ypyeople’s motives for becoming
active; how marginalized people have become andeaome activists; and the different
types of activism that exist and the different wthet people can express their opinions.

Four years ago, another group of students at EV0@ymed a tape callddade in

the YouthS.A.about young people involved in the fight agaisstatshops. | find the
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tape problematic and ineffective on a number otlgvbut | wanted to show it to my
students so that they could critique it and so thair critique could inform their own
tape. During the tenth week we watched it, and eutime prefacing it by saying that |
did not think the tape was strong, the studentatpdiout both positive and problematic
aspects of it.

“If I didn’t know what the tape was called, | woultlhave got that that's
what they were trying to talk about. It didn’t gimee any, like, information in the
beginning to set it up. | had to figure it out agds going along.”

“They need to show a change. | didn’t know if thdskthey interviewed
actually won anything—Ilike did they get a sweatshlgsed or something? What
did they do, or are they just talking?”

“They need more factual information. It was mogtlgople giving their
opinions. Like, why should | believe what you'reysey? You gotta back it up
with some facts.”

“Yeah, they didn’t have any expert interviews, gxdeom that one guy—
| don’t even remember who he was. Who was he?”

“They should have gone into some of the sweatshopactually show
what the conditions are like, instead of just ugpigjures. Because we can'’t see
how bad it is there from them just talking.”

“It was good that they had those two people tallkibgut how they didn’t
care. | mean, it was kinda messed up, becausevtbey two of the people who
made the tape, but it was good they showed bo#ssidou know? Because |

would have been one of those people, too.”
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| wrote their comments on newsprint, and the nexy dad them review the
comments alongside of the goals that they had lkestald for their own documentary, in
order to see how they might need to change the& &f questioning or focus in the
upcoming interviews. They decided that they neeadectk personal stories about how the
interviewees realized that they needed to takardsagainst certain things, more stories
about what the activists actually accomplished, mfgkrmation about some of the real
injustices and inequalities that exist in society.

During the eleventh week, there were three intersjeall “on-location”, which
cut 75% of our class discussion time, but | usedatie day that we were in class as a day
to look back at the goals, the initial questionsl anbsections, and the interviews and
information that we had gathered to date in ordgslan and put together an outline that
could guide the rest of the documentary. Some @f tiriginal sections were eliminated,
others were expanded to make two sections, andes## ordered in a way that they felt
would make good narrative sense (see appendix i@n,Teach student chose the section
or sections that they were interested in concengaheir energy on and that would
become their primary editing responsibilities. Hheaf for example, who had bought into
the idea of the power of activism long before shme to the class, was really interested
in showing the accomplishments of student activistthe past, whereas Jose was very
much a skeptic and wanted to focus his attentiorexgrioring the idea that it is only
wealthy or privileged students who can be activiststhis way, responsibilities were
delegated to ensure that all of the work woulddyete, but the students were not forced
to try to make a statement about something that Where not invested in or did not

believe.
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The editing process then began in earnest. Theestsichad to log all of the
interviews that had been done to date, look throtighlogs to find sound bites that
would go well with their sections, do book reseat@Hind historical information about
youth activism, do internet research to find distog facts about social injustices to
make their audience want to take action, think -wblbimages that would make their
sections visually interesting, make “paper editsdr(ative outlines on paper), and begin
to actually edit on the computers. (Wow!) | creaitedividual production plans for each
student to help keep them on task and to facilgatemanagement of their sections.

Midway through this process, during week twelvéelt that we needed to take
some time to reflect on what we had learned scafadl,to personalize the topic more. We
had been learning about different types of actiyisiifferent issues, and the ball was
definitely rolling in terms of production. It wamportant to synthesize all of the things
that they were learning and apply the new inforomatto themselves and to other
situations. | decided to use a processing activiat | have seen in educational theater
circles, a human spectrum. We did a “spectrum d¢iviam”. | started by having the
students line themselves up across the room acapriti how “activist” they see
themselves. 0 represented the least activist, @hdefresented the most activist. |
purposely didn’t tell them what constitutes “leaatid “most”, as | wanted to discuss that
after everyone placed themselves. | wanted to thear them where they stood and why
they assigned that role to that number on the gpectWhat makes an activist? What are
the different levels of activism? Is activism omigasured by one’s actions and by only a
certain type of actions, or is it also in a persacognition and internal awareness? These

were all questions that | had and that came otitenensuing conversation. Most of the
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students placed themselves towards the lower etftea$pectrum. And without knowing

what activities each other engaged in and really laativist they were, the students
negotiated the line “in the dark”. They all seenteduse Heather and Ernesto as the
measuring stick. Those were the two students whker the course of the semester,
became seen as the most “activist”. “If Heathex & then I'm definitely a 2...”

After everyone placed themselves, | asked thenviddially to say out loud what
number they stood at. Then | asked them to tell Wigy placed themselves at that
number. As they began to respond, | wrote dowrr tlesiponses on newsprint. “I don’t
go to any rallies.” “I only have time to take caveé myself. 1 don’'t have time to be
bothered with other people’s problems.” “I talkryy friends about issues, but | don’'t do
anything about them.” “Talking about things doesndke them go away. You're not an
activist unless you actualpccomplishsomething.” As the discussion ensued, more ideas
were voiced, and the discussion gradually turnéml andebate.

“So you're saying that if you fight against the gavment, or you put all
of your time into fighting against something, jicause you don’t win means
that you're not an activist? So then what are you?”

“Well, yeah, but if you don’t win, then what'’s tip@int?”

“Well, you can’t win every battle, and if you'rggfiting against something
like slavery, or something that's so big, maybe ww@on't be alive when it
actually goes away, but you're still an activistityou're alive.”

“True, true.”

“Damn, so whats an activist?”
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“Well, if you know about how messed up the worldasd you don'’t care,
then that’s like a 0. But if you know about it apou care about it, then you're
like a 1 or 2. Even if you don’'t do anything abdtutbbecause maybe people don’t
know how they can fight against something, or ttey’t think they even have an
option...”

“Yeah, poor people don’t have any time or powefigbt for their rights.

They're too busy just trying to survive.”

| asked them where they would place some of thelpese had spoken to in our
expert interviews. Without hesitation, they pladsda and LiZi{SCCNIUCONMEBPERnix) at
10. When asked why, they said: because they weganaed in a group, they
participated in events, they shared their knowleddh other people, they had a lot of
passion for what they did, they accomplished thirzgsl they devoted a lot of time to
what they did. These all went on the board as fadttat make up the activism world. |
asked them how someone gets to that point. How dossone who isata O or a1l
become a 10? They said that through experiencingesojustice or by reading, people
become aware. Then they can talk to other peopid, i they find out about an
organization that already exists, they can jointhe@y can create their own organization.
This brought up the issue of whether you have teelved in an organization in order
to be an activist. They concluded that you doaiténto be involved in an organization in
order to be an activist, but that there is stremgthumbers, so someone would be more
effective with a group than as an individual.

Later in that week, | had them synthesize the médfon they had gotten so far,

by responding in their journals to the followingpprpt:
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From what you've heard from the people we've inmed, what made
them get involved? What do they say keeps themested in activism? What do
they say they get out of it? What are they spedifcfighting against? How are
they fighting against those things—what'’s their inoet?
| also had them write about their own involvemeithvactivism, by asking them

some of the same questions they had been askimg pdople over the course of the
project. | felt that it was important for them taciude themselves in this conversation,
since they were producing a tape that was supppgghg to influence other young

people like themselves. It would not be a genumaeavor if the producers, themselves,
had not even worked through and reflected on timesthings they are asking their
viewers to do. | also had the notion that someheirtinitial thoughts had changed
through the process of making the tape, and wadtege to what extent that was true.
Finally, the self-reflection would be useful forr=tructing a narration for the tape.

During week 13, we had a “rough cut” screeninghaf tinal tape. This was the
first time that the students were called upon taccsely articulate to an outside audience
what their project was about, and to show their kwtor feedback. They gave an
overview of their project and goals, describedrtioeitline and explained why they felt
that each section was important for their goals, asked the audience to pay particular
attention to things they were frustrated with oeded suggestions for. The students
facilitated the entire process and took notes asitltdience responded.

From the feedback, it was obvious that there wesmymthings that needed
clarification—things that the students knew becatlsey were the researchers and

producers, but that did not come through in thes tegp the audience. For example, it
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was not clear what exactly the organizations dd &hat their methods were for getting
their message out, and the audience was not swe/dath activism was being defined.
It was also obvious that the audience enjoyeddpe tand was engaged enough with the
material to want to know more. They said that theerviews were strong, that the
multiple perspectives shown gave a good sense ef vdrieties of activism and
inactivism, and that the sound bites were compgllin

One of the suggestions that came out of the rouglsareening was to organize
the documentary into sections according to thelyaativist organizations, giving each
organization its own section that discusses itdsg@aethods, accomplishments, and the
participants’ motives. | took that suggestion an@dm an executive decision to
restructure the documentary along those lines, useca thought it would give the tape
more fluidity and cohesiveness, and more imponahtivould greatly ease the students’
narrative task. Time was short, and we needed sieregay of weaving all of the pieces
of the documentary together by the deadline. Sanduweek fourteen each student
selected the organizational profile they wante@dd, and got to work. There were six
organizations, a history sectiony@x populisection, an introduction, and a conclusion to
finalize.

Since there were not enough computers and cartetas/e all students engaged
with editing at all times, | pulled some studertsmork on crafting the introduction and
concluding narration. They wrote drafts individyathen shared them with each other
and with me, and we collectively pulled the pietes we liked out of each draft to make

one final draft. By this time in the semester, thegre able to decide on and organize the
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videotaping of the b-roll for the narration on thewn, so while some students edited,
others were shooting these final pieces.

On the last day of the fourteenth week, we hadhanaough cut screening, this
time just for ourselves. Everyone had to show tkertion to the rest of the class for
feedback, and everyone was required to give feédbbhout each section. Because the
students were very aware of the impending deadhne, because their narrative and
technical literacy had improved so much over therse of the semester, they were able
to give extremely constructive and useful comments.

“l think you should start the WBAI section with thguote you ended with,
because it's more general.”

“You need to shorten the last quote from Raptivibegause he’s just repeating
what he said before.”

“Your out-point needs to be moved a little, becdusesentence is cut off.”

“It's hard to hear what Liz is saying in the sitvdo interview. Raise her audio a
few decibels.”

“Cut out the part when the girl says, ‘I'm a lazgrgpon’, because that kinda
makes her look stupid.”

After late night and full weekend editing sessidietween the fourteenth and
fifteenth weeks, on the third day of the fifteentleek the students showed their final
documentary on the “big screen” at the Donnell &igis media center in midtown
Manhattan. They had invited their teachers, payefiiends, and people who had
participated in the making of the video. As wetle tscreening was open to the public, so

there were some people in attendance who had ablgoho idea who the students were
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or what their process had been. After the video stasvn, the students came to the stage
and answered questions from the audience. Thegdadlbout what the challenges of
working in the group were, how they found the iwtewees, how they felt about
activism, what the most exciting part of the pradearc process was for them, and what
their future plans are, amongst a myriad otherghint was an incredibly moving
experience that brought me to tears as the firedits rolled up the screen and as the
students who | had been working so closely withroWe past fifteen weeks were
proudly, independently, and articulately sharingiththoughts with an auditorium full of
people.

While the screening represented the official enthefproduction process, it was
by no means the end of the semester. The studemtshad to go through all of the
journals that they had written, the tapes that thag shot, and the interviews that they
had done in order to prepare for their final road presentations. | had given each of
them a rubric that the EVC educators (myself inetljdcreated, which lists all of the
technical and narrative skills that the Documentatgrkshop students are expected to
have gained over the course of their internshige 3tudents had to take the rubric (see
appendix E), look over their materials to find ende of how their skills improved, and
evaluate what they learned. | set up individualfemmnce time between each student and
myself, so that | could help them think through soof their ideas, offer suggestions, or
point out areas that | think they could discusseylput together a video reel that had
interviewing, camera work, or editing “highlightdbm the semester, and used the clips

to discuss their skills. As well, they each wroteaver letter that briefly walks their
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roundtable participants through their productioogaiss, and an essay that discusses what
they learned about the topic of youth activism.

Each student’'s presentation was attended by megpeegentative from their
school (in most cases their internship advisoraumselor), and at least one other media
professional. Representatives from Global Actioojéut, Human Rights Watch, NYU’s
Educational Communications and Technology programi Bledia Ecology program,
Manhattan Neighborhood Network, Downtown Communitglevision Center, and
LoyalKaspar Design Company were among the othéicgzants.

In hour-long sessions, each student presented ewdisded their reels, took
guestions, received warm and cool feedback fronp#reel about their presentation and
work, and responded to comments.

And then the project was completed.
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Evaluation

In the design of my project, | identified five eita on which | would evaluate its
success. If a person with critical consciousnesgages with the world as a critical
thinker and has the ability to construct her owwledge, analyze the worlds around
her, articulate her ideas about those worlds, andsien herself as a change agent, |
planned to demonstrate that students showed growtheir critical consciousness by
their ability to:
Discuss their opinions
Ask questions of themselves and others
Consider things from multiple perspectives
Offer challenging or differing opinions and subsiai® those opinions

Apply understandings of social dynamics in theimediate worlds to larger world
situations and events

agrwnE

The first criterion has to do with students’ alyilib (a) simply have opinions and
(b) be able to speak their opinions. The “opinisafestudent, a common character in
classrooms across the country, can be spotted vilheasponse to the question, “What
do you think?” she shrugs her shoulders or ansWedan’'t know”. This response may
be attributed to a number of things, including eklaf understanding of the topic or
operational language. But when those things aedralt or addressed by the instructor,
and the response remains, the opinionlessness pnalsably stems from the student
being scared to put herself and her ideas at threynod others, or from her passive, non-
engagement with the material. Discussing opinioss one indicator of critical
consciousness, because it is evidence that theerdstud actively engaging with

information and ideas in the construction of knalge.
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Along a similar vein, the asking of questions igraticator of active engagement,
because it is the admission of an unknown or stieoms an interest in learning another
idea. In order for someone to realize that she dm¢sknow something, she must be
processing the information, trying to fit it inteet schema that she has created.

The third criterion is applicable, because if asparhas the ability to see things
from multiple perspectives, she recognizes thaketiemore than one truth. This does not
necessarily mean that she agrees with other pensggcbut that she can empathize or
sympathize with a different set of experiences algds, that she can follow different
lines of logic, that she can envision alternativess implies, also, that she can envision
change.

A person’s ability to offer challenging or diffegnopinions and to substantiate
those opinions is tied to both the first and thedtleriteria. While, as | explained above,
the first criterion is simply about someone beibteao have and state her opinion, this
fourth criterion is about a person being able tgagie someone else in a debate about
their opinions. It is about someone being ablesée@ something from a different
perspective and be confident enough in her idetakthe risk of diving into that living,
dialogical organism to “hash it out”. In some casess about standing up to and
challenging a power structure, whether that stmectoe a person with some kind of
deemed authority (like a teacher), or whether itabeommonly held belief or an
institutional system (like segregation).

The fifth criterion is about someone’s ability tetrapolate what they understand
about one set of dynamics in thinking about anogleerin Bloom’s Taxonomy of Higher

Order Thinking Skills, application of ideas is thehest level of thinking, beyond
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comprehension and synthesis. If one can relate wiey understand about their
immediate world to something in the larger worlde £an see how issues are linked or
she can understand the nuances of her situation.

During the implementation of the project, | usedrfprimary methods to obtain
evidence of these five criteria: observations aeidehts during class sessions, student
journal entries, informal conversations with studenand roundtable portfolio
presentations. In class | closely observed eacdtlestuduring the initial weeks of the
project, taking notes on their level of participatin group discussions, their willingness
to give their opinions, the kinds of ideas theyugist up, and their knowledge of
community or social issues. | continued notetakimgthe duration of the project, and
used the early observations as a baseline for ¢at@parison. | also set up a camera in
the classroom to videotape some of the sessiond #wdicipated would be particularly
key in the students’ critical consciousness devaleqt. | used the videotapes to help me
record specific quotes and conversations. Throughbe semester students kept
production notebooks that included their journalbjch | would read, respond to, and
periodically photocopy. As mentioned in the prewa@ections, | was present during the
students’ end-of-semester portfolio presentatidasing which | took notes and collected
the materials that they chose to present.

In addition, as a sort of pre-assessment duringntbial interview process before
the first class session, | ask the prospectiveigyaaints a few questions, in order to
ascertain their level of critical consciousness:

1. How often do you speak in group settings? Is spepkip generally easy or
difficult for you? Why is that?

2. When you're in class discussions, do you usuallyngmre listening or more
talking? Why is that?
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How often do you get to voice your opinion?

Do you feel like you have a lot of important thirtgssay?

Do you feel like you get listened to enough?

How do you feel when your ideas are listened totners?

What issues or ideas are you passionate about? kiffust of things would you
like to fight for? What would you like to changecalb society?

Noohkow

During this intake interview, | wrote their respessas they spoke, and put those notes in
folders with the rest of their application matesial

While in designing this project | had intended hmw that the students’ critical
consciousness developed, | do not feel that | ren@ugh evidence to unequivocally
prove that. | did not chart the quantity or qualityresponses of each student in each
class to have sufficient data for a quantitative goalitative analysis. Nor did | develop
a rubric by which to assess the growth of eachestuth each of the areas. My research
science was not strong enough to make the claimathatudents developed, or grew in
all areas. However, | can say that during the ewfithe semester all the students
exhibitedall but the last criteria, and as | describe is #ection, some of those moments
were incredibly rich. As well, | do have evidenbattsome of the students actually did in
fact develop in one or more of those areas.

Having said that, | still do believe that the patjeuccessfully accomplished the
goal of developing the students’ critical conscimss. It is my contention thaver time
through continually engaging in the kinds of expedes that | provided for my students
and from being part of the kind of holistic leargienvironment that was created, critical
consciousness develops. | discuss this idea mdheianalysis section of this document.

The activities that | described in the previoustise¢ though not exhaustive of
what took place during each class session of theeesemester, represent the nature of

the whole project and the learning environment thias created. | will detail in what
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ways the activities succeeded in encouraging dewedmt of the students’ critical
consciousness.

During the creation of 10 point plans at the bemigrof the semester, several
things happened which evince the criteria | listbdve. The students were telling each
other information they already knew about differessuues. They were encouraging each
other, helping to create an environment of trusk l@spect, “No, go ahead, say your idea.
It sounded good.” They were debating ideas—

“Immigrants come here and go to elementary schodlagh school. And
then when they apply to college they can't get ankolarships just because
they're not citizens. But their parents don’t makdot of money, so then they
can’t go to school.”

“Yeah, but they don’t pay taxes, and if you dondyptaxes then you
shouldn’t get money from the government.”

“Well, this country was made by immigrants’ worlq they should get

money just like everybody else.”

They shared their own experiences about policeskarant, being discriminated
against because of how they were dressed or howtéiieed, and a multitude of other
everyday occurrences. The activity lends itselfl welthis kind of sharing and debate,
and since it is about what students would wanthange in the world, it is a task that
they get excited about completing.

During the phase of developing the prospective dwmmiary topics, a lot of
critical inquiry happens. During the 10 Point Pfanject, Steven brought up the issue of

gentrification. Most of the students did not knowaw that term meant, but when Steven
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began describing it, they were familiar with it afdhd experienced it in their
neighborhoods. They had never known that thereava®rd for it, or that it was even
something worth fighting to change. Gentrificatimecame an issue of major interest for
a few of the students in the class, and when Ithaoch do an in-depth topic development
worksheet, two people chose that as a topic (thautghestingly enough, Steven did not).
The topic development worksheet forces studentactovely take part in their own
knowledge production, because they must articuddtere their understanding gaps are
(What do you want to know about the topic? Whatstjoes do you have about it?), they
must identify how they think they could seek ansatertheir questions (Who would you
interview? Why?), and they have to think about hbeir ideas would relate to others
(Why would this be an important documentary foreotheople to see? Who would your
intended audience be?).

Jose’s questions about gentrification were: Whi sappening? What are some
other examples of it NYC'’s history? Where are lal people who get pushed out of their
neighborhoods moving to? Who is profiting fromanhd who is losing from it? How is
this going to affect NYC in the future? In idegiifg who could be interviewed for the
topic, he said, “ a person that recently movedand a person that recently moved in
could be interviewed”, as well as “a landlord angloliceman (because they know what's
going on in the neighborhood), a real estate peraod a big business executive”. This
shows his desire to get multiple perspectives ef ifsue. When asked why he thinks
other people would be interested in the topic, &id,s'because it is something that is
affecting many people.” This implies that he feklss important for people to know

about something that so many others are going giwoalso implying that if other people
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know about it, it will be changed. For this samesjion, he also said, “because it shows
how rich/politicians are always in control.” Thisa statement of his own belief that rich
people and politicians control everything, butlgcaimplies when read with his previous
statement that if more people know about the ifgastof this issue, gentrification would
not be allowed to happen anymore.

The practice of doing street interviews, because iby nature a practice of
inquiry and because it has the desired goals dingetnterviewees to say a lot of
information and collecting multiple viewpoints, loeces a great place to see the critical
inquiry process live, on its feet. When the studarge interviewing techniques such as
playing devil's advocate, where they necessarilystmassume the position of the
opponent, this process becomes that much more alear example of critical
consciousness in action. Jose did an interview witke young men about marijuana
legalization. Reading the log of this interviewdssopendix F) one can see how Jose was
really thinking through the ideas that the intewaes were saying and processing their
responses alongside his own emerging ideas.

The spectrum activity was a great exercise in actnd immediate social
construction of knowledge through debating, offgramd justifying different opinions,
and experimenting with different ideas. In the exuye that | described in the previous
section, it is clear that the students were comsigevhat was being said in the moment
and using it to negotiate ideas. Since there ipregedent for a “spectrum of activism”,
since we were creating it in the moment, no ondestiwas more knowledgeable about it

than another. All students were on equal footind amre propelled forward together
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towards a common understanding. They completelyesMwhat had been discovered
during that process, and were led to new questlmosigh it.

When | took the students to the Marcti Bloratorium Against the War, one
student, Shawn, spoke to me privately and saidn@atid not want to go. He said that he
was not so sure what his feelings were about thre Mast of the other students seemed
to oppose the war, but this student said that akyrdidn’t know anything about it. He
was struggling with the feeling that everyone eilses more “worldly” than him and that
because he did not “know” about much, he couldaftipipate in and speak about things.
| told him that not knowing is a great place tortstaecause all of your questions are
genuine. He was not convinced. To him, not beifigrmed and admitting that you don’t
know something by asking someone else for inforomatvas a sign of weakness. Once
the class chose the topic of youth activism, heinagald me that he felt very
apprehensive about his ability to participate ie tiocumentary because he did not
“know” anything about the topic. As the semestesgoessed, though, he became very
comfortable with asking questions and more willtogtrust his own experiences and
thoughts as “knowledge”. | would add this latteinpas another criteria for evaluating
someone’s critical consciousness.

Shawn’s journals are sincere and reflect a truevtiroWatching him begin to
come to critical consciousness over the coursehef groject was one of the most
exciting. One of his earlier journals, written befave had chosen a final topic and after
he had conducted the class’ first “expert” intewiwvith an editor from City Limits

magazine, said
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You know honestly | wish Heather or Steven had dtime interview, because
they seem to be a lot more focused and | don’'t knaght for the job. Their
social skills are way above mine. | believe theimiew would have turned out
much better if they had done it. | wish there wawerthat | could have given to
the interview and the interviewee, because | did@ve any strong or solid
background information on the questions that | dskéeel that | wasn't into it as
much as | wished | was or should have been. Mosthaft Annie said to me went

into one ear and out the other.

In his final journal, which | have excerpted hdre,wrote:
When the Basic Doc Workshop and 1 first startedkivay on the final project,
some of us didn't have an idea on what the ternviast meant. | was one of
those people. | took an educated guess that waedbas some of the
documentaries that | had seen a couple of weel@deff later realized that my
definition of youth activism goes far beyond whdirst thought it was. | was
unaware that | was watching different forms of \@stn the whole time. The
purpose of doing a documentary on youth activisms[¥o] get youth who are not
active more involved with their community and otleeganizations that believe
that even in today’'s world we are still oppresseatiém, segregation and police
brutality), that believe the government is stilllitgy lies (President Bush), that
believe we as the people do have power, a voidectiva be heard and will be
heard. But most importantly, believing in change.\ou believe in change?

He went on to talk about some of the organizatibas the group interviewed. “WBAI is

a commercial free radio station that talks abollitipal issues that is going on around the
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world. I listen to WBAI all the time now. | evenlted there once to state my opinion on
the war.”

Because of the novice storytelling and technicditglihat most of the students
have as participants in the Documentary Workshbe, final product may look very
traditional and dry when compared to professionplgduced documentaries or video
pieces. However, even with the traditional questiamen narrative and “talking heads-
with-b-roll” imagery that characterize the finalptg there is an incredible amount of
creative thought that the students put into theepto Each student was primarily
responsible for editing one section of the tapethey had creative control over how that
piece would look. Ernesto and Heather collectiwdity research wrote the narration, and
shot the footage for the segment about the hisibsgudent activism, but Ernesto edited
it. Demetrius and Shawn edited thex populiinterview segments. Antonio edited the
Rock the Vote section and took over the editinghef Raptivism Records segment when
Steven was absent. Akash edited the Make the Rgaw#&king vignette. Miguelina
created and edited the factual interludes. Daviteédhe introduction. Jose edited the
SLAM! section. And Heather edited the conclusiod dastice for Youth piece.

The students were open to suggestions from therspgnd from me about which
sound bites to include, which to remove or shorgmt b-roll to add, how to quicken or
slow down the pace, or how to reorder the souresbBBometimes they would follow the
suggestions without question, but other times teyld argue for their choices and
stand their ground. Jose was really attached tab@ara’s quotes in the SLAM! piece. |
felt like the quote was a bit too tangential andgasted that he remove it. However, he

felt that it really captured the essence of thanization’s politics, and decided to keep it
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in the final cut. Ernesto spent one entire classisa listening to CDs and selecting short
segments of music to match each of the decadedhbatistory section discusses. He
showed me his finished section, and | felt thab&lthe musical choices were perfect but
one. | suggested that he try another song, and bewmea CD that | had that would
“definitely work well.” He listened to it, but desbed that what he had already chosen was
the best. Although | really did not think the mufitcand was pretty adamant about my
opinion, Ernesto did not flinch. Instead, he showedsection to the other students in the
class for their opinion. When they gave him ovenwtiegly positive feedback, he smiled
at me, as if to say, “I told you so.” | thought tllhese two occasions were examples of
critical consciousness, because the students wéeneely confident in their own ideas,
and did not see me as the ultimate authority dh@®nly person with the right answers.

They saw their ideas and the opinions of their pé&@be just as valid.
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Analysis

Through reflecting on the project, several of mytiah thoughts about the
characteristics and indicators critical consciogsnleave changed. Looking back at the
original list of five criteria, | collected evideacof all but the last. While | think that
being able to apply understandings of the locah®universal is an important skill for
critically conscious people to have, | believe thiaé can be critically conscious without
necessarily having the ability to extrapolate ideas broader context. It is a highly
sophisticated cognitive ability that does not havelo with a person’s engagement with
the world as an active learner and thinker who tstdads that she has the ability to
construct and deconstruct knowledge and truth,caadge given realities.

Though | am removing one criterion from my origirigk, | would like to add
several more that | previously had overlooked agcators of critical consciousness, but
that | noticed as huge triumphs in the classroofimey were the small steps that are
actually giant leaps in the development of criticahsciousness. The indicators on this
new list are sequential, in order of what | seehas progress of this development. A
critically conscious person can:

8. Validate her own ideas and experiences as “faa’tewst in those ideas

9. Discuss her opinions

10. Consider things from multiple perspectives

11. Offer challenging or differing opinions and subsiate those opinions

12. Ask questions of herself and others

13.Use resources around her to find answers to hestigns

14.Imagine that change is possible

The last criterion is different from saying thaperson seekerselfas a change

agent. | noticed that seeing one’s self as a chaggat was something that many of my

students struggled with. It was fortuitous thatytlselected youth activism as the topic
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when my project is so closely tied to social chaagd activism. The young people who
my students met and interviewed for the documentaane living examples that change
is, in fact, possible, and that people who look liky students are effecting that change.
This greatly influenced the students’ perceptioyet, even seeing youth activism in
action did not completely convince many of the stud that they could also be change
agents. They seemed to struggle with the idea yoaing people, and especially
individuals, can make a real difference in changingie of the larger social injustices
that exist. In his journal, Demetrius wrote, “Thésea lot of other problems in the world
right now and there is nothing the government imgland would do about it if | tried to
make a difference. Nothing [can be done] if therao help from the people.” Even after
having researched and met young activists, Densetlid not see himself as becoming
involved in fighting for change, especially if oth@ople were not also involved.
They also struggled with figuring out how they abubecome involved in

effecting social change. Many of the questions ttit students created for their

interviewees had to do with discovering what theng activists’ “wake up call” was.
They wanted to know what that critical moment whattled the interviewees from
inaction to action, | am assuming in an effort twision the possibility of the same for
themselves. They had, at that point begun to be mware of the injustices that surround
them and affect them, and they recognized thaviacti was important, effective, and
empowering, but they still felt that it was inacgibse for them.

Interestingly enough, in the self-reflection exses that | had them do in week

twelve, | discovered that many of them believedythvere doing activist work because

they were making a socially-relevant documentargcakding to Akash, “Actually, me
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doing this documentary makes me feel like | am etivigt since we are expressing our
opinions about different social issues. Just likgpaople (young) are active in ‘endless’
ways.” The students just did not see the videcaasnly enough impact to effect “real” or
large-scale change, and their activism at EVC didcarry over into their other lives.

As | mentioned in the previous section, and keeplregnew indicators of critical
consciousness in mind, | believe that my project siaccessful to varying degrees. All of
the participants experienced and exhibited allhef how seven, criteria. The extent to
which they continue to exhibit these things aftee project has ended, though, is a
guestion. Florence (2000), in her critique of tled hooks’ pedagogy, says:

Developing and nurturing critical consciousnessstaodents provides
them with ways of knowing that enable them to krtbemselves better and live
in the world more fully. In sum, hooks contendst thducation as the practice of
freedom extends the teaching role beyond the nteaang of information to a
more holistic involvement with students (p. xxv).

So much about learning and development comes frensacial environment in which it
is done—the relationships that students develop w@achers and with each other, the
trust that is established, and the support thatesiis feel exists for them to take risks,
fall, and succeed. This kind of holistic commuretmpowers the students as much as the
methodology and the medium do, though inherentémiethodology is the development
of a critical and supportive learning community.

This holistic community was definitely establisheder the course of the

semester, and from what | described in the prevgagions, | think it is clear that my
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project achieved its purpose of helping to devslopng people’s critical consciousness.
There were areas where | believe the project fetts though.

There were some sessions when | felt that becéiese was so much that | was
trying to do, some potentially important momentsreveabotaged. Getting students to
write in their journals was a big challenge. | didt want to over-intellectualize the
process for the students by having them write girtjournals before and after each
activity that we did in order to see how they tékir thinking had changed. This would
have been an invaluable tool for me as a researbbewould have been destructive for
me as a teacher. Not only that, but it would hdge aaten up a significant amount of
already precious class time. As a result of thisctmof the proprioception that | wanted
to chart was lost.

| also would have liked for the students to haveedmore of the research for the
topic. If they had been the ones to search formédion and look up organizations, they
would have had more ownership over the whole pgcBseir literacy skills are on such
different levels that it would have been both diflt and time consuming to adequately
teach them all how to scan and pull out informatimm dense texts, how to do web
searches, and how to screen out unrelated hitdadswl or dead-end links. Those skills
take years, or at least much practice to developatW did do was have them read
information and research organizations that | hiaglady identified. In the case of the
written text, they had to highlight and respondhe main ideas, write questions that the
material raised for them, synthesize the infornrmgtand figure out how or if to use it for
their documentary. For the web research aboutiatbvganizations, they had to respond

to a list of questions | created (see appendix 1)) tall me if and how they wanted to
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incorporate the organization in the documentarys Tdas not genuine inquiry, though,
because they only had access to things that | titdogportant to share or that | found
interesting. There may have been an organizatroa piece of information that they
would have found exciting to work with, that eithrmmpletely eluded me or that | did
not think was important. In that way, | was a gatger.

Because of the dual emphasis on product and protles® were many times
when “teachable moments” were compromised for thlee sof moving on with the
project. For example, after the graffiti board wty, the students were extremely
interested in talking about the comments and ideaiswere written on the sheets. They
wanted to discuss the issues more, sharing whgththd heard and thought about the
topics. However, because of the fact that thawvigtiook place on the third day of the
sixth week and the topic had to be decided by ¢ttt day, | had to cut the discussion.
Had | done that activity earlier, | could have useldat they wrote to collect related
articles or discussion prompts, or to organize la@oexcursion. And if we had had more
time to complete the project, or if we did not havecreening deadline looming in the
near future, | would have been able to entertarstidents’ desires.

This is not unlike the normal and unfortunate camnises that any public school
teacher faces. While | would have been able to deerwithout the constraints of time,
time is always going to be an issue. Everythingtnsame to an end at some point. If the
project is drawn out too long, the students losarst inertia, and interest. Also, the
nature of the project almost demands a public shegjcwhich takes pre-planning and
negotiation with people outside of the project wdmerate on different timelines and

under different constraints.
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In my proposal, | identified several limitationgirR®ipal among them is the fact
that | am not tracking the participants after teeynpleted the semester. While what | did
within those fifteen weeks showed good resultsinipsy can not tell what long-term
impact the project had on the students’ engagemeétit ideas and information,
involvement with social change, perceptions of tbelves as power brokers, or
interactions with others in social-intellectualusitions. In other words, what happens
when the students leave the community that wagext@eHow much of what was gained
is subsequently lost when the students are reinted full-time into stifling
environments? And, while | definitely saw the stuidedevelop critical consciousness
over the course of the semester, how much of wd@t place was in response to my
encouragement and prodding, as opposed to their deweloping ability to prod
themselves, so to speak? It is impossible to te#ther after engaging in this project, the
students will continue to be curious, to ask questi to seek answers based on the
guestions they ask, to engage in discussion wittersf to put themselves in new
environments and deconstruct their own environmbaggd on the new, to replicate the
process that they've been engaged in for themselves

In order to be critically conscious a person hasirtlearnthe passive learning
posture taught in directive, content-driven leagnienvironments, and become
resocialized, positing one’s self in an active posiof power. A kindergarten student
who is raised in a constructivist, student-centeradquiry-based learning environment
through high school most likely will continue tartk and learn that way, because that is
all she knows. But it probably would take a higth@a student who was just being

introduced to this environment a lot longer thaiteén weeks to adopt this way of
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thinking. In my idealism, | neglected to take tm& consideration. If | could extend the

project beyond fifteen weeks, | would love to do Bseemed like some of the students,
namely Demetrius and Shawn, were just getting éophint where they felt comfortable

with each other and with the process of inquiry witee semester ended.

In thinking about how this project fits into thedar professional setting, many
challenges appear. Replicating this type of projec traditional public school setting
has obvious practical obstacles including time, anmesources, and budget.

Each class required a lot of planning and prepamdiime. | tried to base each
subsequent activity on the previous activity—retfleg on and then trying to solve for
gaps in understanding; gauging and then tryingriprove the students’ morale, energy
and interest level; noticing and then trying taufig out ways to pull out the silent voices.
And then there was the time required for settingthg equipment, creating graphic
organizers and reading material, and researchidgraking contact with subject matter
experts. For each three hours that | spent teachisgent an equal amount of time
planning. That is simply not an option in most palsichools, when teachers often have
only one paid prep period to prepare for sometithe=e or four totally different classes.

The project also requires a low teacher-studem.rdte quality of discussions
and individual feedback time during each class wdwdve been substantially different
had there been 36 students in the class, as opposdeven (including Steven). Many
public schools are struggling with over-enrollmemtd overcrowding. A low student-
teacher ratio requires more space, more teachetsnare money.

Block scheduling is another necessity. Again, bseaof the overcrowding of

schools, many high schools try to squeeze as masyg periods into the day as they can,
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so that all of their students can have contact .tidi@at this looks like is 45-minute
periods, as opposed to the two double-period sess¢iat | had.

The last requirement of the project that poses lastagle for replication in a
traditional public school setting is the relativedxpensive technological equipment
needed. | had access to three mini-DV camerasdsand lighting equipment, and three
new Macintosh G4 computers with Final Cut Pro safev The software itself sells at
roughly $900.

| also must point out another obstacle, one ofitutginalized injustice. What
conservative politician wants to have a bunch dical, intelligent, young people of
color running around trying to change the poweardtires of this country?!

It is these very obstacles that make the educdtmondel so problematic, though.
In order to implement a similar project within theaditional setting, the traditional
setting would have to be completely overhauled.

Implementing the project outside of the traditiomaiblic school setting also
poses some problems. Originally | had envisionéltoject as an after school program,
since the after school environment is more amen@bkdternative teaching pedagogy.
The nature of most after school programs, howedees not impart the same sense of
accountability on the part of the students. Thewylamot be compelled to come to class
and stick with the project when the work is noeasiting or when the weather outside is
inviting. In order for this type of project to wqri requires a great deal of accountability
and dedicated time.

All of this is not to say that what happened insthroject cannot be replicated

anywhere outside of the setting that | was forteretough to have. There are definite
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ways that the essential components of the progetbe replicated in a more traditional
setting. Teaching to develop students’ criticalsmousness does not necessitate the use
of media or the production of a final collectivedyoof work. In fact, the inquiry-based
teaching/learning model has been used successinllydocumented widely in many
science classrooms (Duckworth, Dyasi, Krajetkal), and | have seen the constructivist
model used in the social sciences. The absoluengakcomponents of the project that |
would saymustbe adhered to in order to experience a notewaligyee of success are:
a sufficient amount of time to engage in meaningfisicussions, investigations based
around students’ interests and experiences, arfuftairs teacher’s role from didactic
instructor/gatekeeper of knowledge to facilitatdr students’ social construction of
knowledge. With these three things | believe thatcan at least begin to move more in

the direction of truly educating our young peopmeffeedom.
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