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ABSTRACT

The purpose of this study was to examine how Black Deef or hard-of-hearing
adult male learners understand their learning and schooling experiences. Research
questions guiding this study were how do Black Deaf or hard- of-hearing adult mde
learners define thair identities? What are the learning and schooling experiences of Black
Deaf or hard-of- hearing adult mae learners? What is the relationship between the
identities of Black Deaf or hard- of-hearing adult mae learners and their learning and
schooling experiences, and in what ways has this relationship impacted and/or affected
their livesin contemporary times?

Six Black Deaf or hard-of-hearing adult mde participants with different
audiologica hearing disabilities participated in this udy. The Black Deaf and hard-of-
hearing male participants who participated within this sudy were identity by using
purposeful and snowball sampling techniques. The men in this sudy were residents of the
date of Georgia; had a significant hearing loss impacting ther livesin al socid and
interrdaiona contexts, were employed for aminimum of Sx months; graduated with a
high school diploma; and have lived independently for aminimum of Sx months. Data
were collected through a series of in-depth interviews. A nationaly certified sign
language interpreter was included as part of the data collecting process. All of the
interviews were both audio and video taped and subsequently transcribed. Relying upon
narraive inquiry as my theoretica framework, deven andyticd findings emerged.

Thisfindings of this sudy show that Black Dedf or hard-of-hearing adult men can
and do engage in learning activities despite physiologica (auditory/ora) barriersto
participation. And when the socia context is culturaly conducive to Black Desf or hard-
of-hearing adult male learners specific learning interests, their experiences are enhanced
and are considered successful.
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CHAPTERI
BACKGROUND OF THE PROBLEM

A census taken in 1852 is the first documented record that included information
about Black Deaf or hard- of-hearing adults (Moores & Oden, 1977). It was noted that
there was one Black Deaf person per 3,000 free Blacks and one per 6,500 among Black
daves that could be accounted for. The low incidence of Black Deaf people could
explain why very little information existed about them and their educationd history
during that period. However, it ismore likely that the educationa experiences of both
Deaf and hard- of- hearing African Americans were subsumed with hearing Black
people, whose learning needs were smultaneoudy being oppressed, suppressed, or
denied (Anderson & Grace, 1991).

After the Civil War, many Black Deaf people continued to be barred from
attending specia schools for Deaf Americans. The persond journd written by Edward
M. Gallaudet (1837-1917), founder of Gdlaudet Universty (origindly known asthe
National Deaf-Mute College), can attest to thisfact. In 1904, he wrote that only
fourteen Black Deaf students were enrolled at his school. However, they were later
transferred to the “ Didtrict to the Maryland School for Colored Deaf-Mutesin
Bdtimore’ due to complaints made by White hearing parents and because of “treatment
of the colored by the white[s]” (Galaudet, 1983, p. 202). During this period, only
thirteen states had established specid schools for Black Deaf people. Many of these
schools were located near higtorically Black colleges and universities (HBCU' s)
(Gannon, 1981; Hairston & Smith, 1983; Lane, Hoffmeister & Bahan, 1996). But,
Black Dedf or hard- of-hearing adult learners learning and schooling experiences were
congtrained because it took place within the same vocationd environmenta context
where blind Black students, hearing Black students, and/or deaf/blind Black students



(Gannon, 1981; Hairston & Smith, 1983) were also being educated. It is not known
how successful Black Deaf or hard-of-hearing adult learners learning experiences
were, nor how their hearing loss was accommodated within a school environment that
had a range of sensory differences.

The most thorough account about the life experiences of Black Deaf Americans
canbefoundin “ Black and Deaf in America, Are we that different?” authored by two
Black Desf authors, Ernest Hairston and Linwood Smith (1983). They document that
Black Deaf Americans were denied equal access to the same educational experiences as
White Deaf Americans, forced to attend segregated schools; and often graduated with “a
second to fourth grade achievement leve or less’ (p. 11). Complicating the educationa
process of Black Deaf |learners was the tenson and debate over which ora or vs. Sgn
language. While there were some schools that taught Black Desef learners that used both
communication methods, most of these schools were prohibited from using sgn language
to teach Black Deaf and hard-of- hearing adults.

Sign language as an educationd tool to convey ingruction within the American
schools for the deaf had been prohibited as aresult of the Second International Congress
on the Education of the Deaf in Milan 1880 (Brill, 1987). Influentid ord advocates (i.e,
Alexander Graham Bdll), vehemently opposed the use of manud communication and
worked to have it repressed as a primary language for Deaf people (delorenzo, 1987,
Turkington & Sussman, 1992). The combined net affect nearly obliterated Deaf Signers
natura language — American Sign Language. But the congress most telling affect was
thedimination of Deaf educators from the educationa terrain in the United States. For
nearly one hundred years, the oral method would dominate the educational process of
teaching learners who did not hear.

Turkington and Sussman (1992) note that the ord method stresses the * use of
gpeech among Deaf and hard- of- hearing people together with speechreading and auditory
training as away of merging with the hearing world” (p. 144). They dso define speech



reading as the ability to visualy recognize the spoken language by observing the
movements of the jaw, lips, and tongue. The roots of the ora method can be traced back
to the 1500s when Spanish monks educated Spanish Deaf children of noble birth. Thus,
the heavy reliance upon the oral approach placed the education of Black Deaf people a a
severe disadvantage for two reasons. First, many of the teachers lacked the professiond
training in the ora method. Secondly, they taught Black Deaf students dong with

Sudents with different sensory needs who rdlied upon their hearing or the tactile method
to communicate. Unlike their White Desf peers and regardless of their age or mental
inteligence, Black Dedf learners were placed in service vocationa programs (i.e.,
barbering, dry press cleaning, shoe repairing, and printing press), in order to learn atrade
or vocation. The most popular trades “were barbering and tailoring for boys and beauty
culture for girls’ (Hairson & Smith, 1983, p.16).

The learning needs of Black Deaf adults continued to be margindized and ignored
despite the passage of laws that were intended to equalize their educational experiences
(e.g., Brown v. Board of Education of Topeka and the Education for All Handicapped
Children Act of 1975). Four critica reasons can explain this Stuation. First, racia
inequities continued to permeste the learning and schooling processfor al African
American learners (Harley, 1995; McCarthy, 1990; Omi & Winant, 1994). Second, as
schools began to incorporate sign language as a pedagogicd toal of ingruction for Deaf
learners, so too did the debate re-emerge about its appropriatenessin teaching spoken
English language, literacy sKills, and writing. This debate dwarfed the dismd educationd
conditions that Black Deaf or hard-of-hearing people faced within the learning cortext.
Third, because the Black American community has been beset by its own particular needs
related to surviva and the dimination of discrimination and racism; disability issues
affecting its members were not a priority. Findly, just asthe African American
community has been concerned with issues rdaed to its members, the disability

community has been smilarly preoccupied with generd disability issues, (i.e, such as



access to hedlth insurance, persond assistance services, and assigtive technology). Thus,
problems affecting minorities with disabilities have not been emphasized (Nationd
Council on Disability, 1993).

Higoricdly, the relationship between the educationa environment and Deaf and
hard- of- hearing learners have been oppositiona and contentious of which Black Desf
or hard-of-hearing adult mae learners have been adversdly affected (Gannon, 1981;
Jankowski, 1997; Lane, 1993; Paul, 1998; Scheetz, 1993). The long-standing issue of
incompeatibility between Deef learners and educationd indtitutions is borne out of a
difference between two conflictuad communication modaities. Even today, the best and
mogt effective method or theory of educating Deaf or Hard- of- hearing learners remains
debatable (Martin, 1987). While the debate rages about the most effective means of
educating Desf learners, the learning needs and experiences of Black Deaf or hard- of-
hearing Americans (particularly male learners) remain excluded from the discussions.

Black Deef or hard-of- hearing adult male learners are uniquely positioned
within the learning and schooling context because of their multiple memberships with
the Black American and Deaf communities and disabled groups which are dl
margindized in this society. Black Deef or hard-of-hearing adult male learners are
further marginalized because our society operates with an ableist, audist, and racid
paradigm. Mitchdl and Synder (1997) contend that an ableist paradigm maligns
disabled individuas as more abnorma and are subsequently distanced from individuas
who are normd or meet the dominant ideology of norma. Disability is conceptudized
as “cognitive and physical conditions that deviate from normétive idess of mentd
ability and physiologica function” (Mitchell & Synder, 1997, p. 2). With this view,
deafness is congdered a disabling condition rooted in the ableist paradigm. Desf
author, Katherine A. Jankowski, cements this argument as she discusses the impact of
audism in our society. She contends that audiam is the hearing society’ s systemétic
practice of discriminating againg the naturad language of Deaf Americans (Jankowski,



1997). She argues that audism can be best understood when connected to the ‘isms’ of
our society (i.e., racism, sexism, and heterosexism). These two converging paradigms
(which are produced and reproduced in our schools), are contributing socio-culturd
variables that presently perplex and complicate the educationd process of Black Desf
or hard-of-hearing adult mae learners.

Deafness as a Socio-culturd Paradigm

The dominant moddity for communicating knowledge and information is through
the spoken English language. The process by which this method of spoken language is
learned and acquired is the auditory channel. Scheetz (1993) posits that the learning of
spoken language beginsimmediately at birth and continues throughout our lives. It is
expected that if oneis born and raised in America, he/she should know and understand
the spoken English language regardless of an ability or ingbility to hear. Thisisan
important point to understand, because dl of our human and socid behaviors, actions,
interactions, and perceptions are shaped and influenced by our hearing worldview. Sue
(1978) informs our understanding regarding the meaning of aworldview. He states that
“anindividud’s perception of higher relaionship to the world” (i.e., nature, ingtitutions,
people, and things) shapes and influences his or her orientation to life (p. 419). Our
hearing worldview serves asthe basis for our understanding and perception towards
hearing loss and deafness.

Our society views deafness as a disabling condition and because of this
perception, the genera focus has been and continues to be on the prevention and/or
eimination of hearing loss. Paul (1998) identifies this view asamedicd or clinica
model. The clinica mode assumes that hearing lossis pathological and can be cured
and/or remedied. Mitchell and Synder (1997) argue that the notion of disability has been
“exclusvely viewed as a dehilitating phenomenon in need of medicd intervention and
correction” (p. 1). The underlying principle guiding the clinical modd isto endble a Desf
or hard-of-hearing individud to “function like a hearing person in mainsream society”



(Paul, 1998, p. 21). Scheetz (1993) denotes that this view assigns deafness to specific
terminology and classifications (e.g., hearing impaired, hard- of-hearing and Desf).
Contrasting thismodd istheradica view posted by Deaf scholars and those who
support the Deaf community (Davis 1995; Jankowski, 1997; Lane, 1992; Lare,
Hoffmeister & Bahan, 1996; Paul 1998; Scheetz, 1993). Philosophicaly, they argue that
the clinical modd promotes a deficient view of Deaf people and seeks to depathologize it
by stuating desfness within a socio-cultura and linguidtic paradigm. Desfnessis
conceptudized as a socid identity marker instead of a disability. The term Desf is
capitaized and is representative of a people within acommunity who share a the core, an
etiology, avisud language, socid and behaviord norms, and advocacy for paliticd rights
for Deaf people (Scheetz, 1993). The Deaf cultura paradigm underscores this study and
as such posits that deafnessis asocialy constructed phenomenon imbued with
complexities unexamined by scholars, researchers, and educationd practitioners.

The Educationa Process of Deaf and Hard-of-Hearing Americans

Although the Deef culturd paradigm is gaining momentum, on-going research in
the educationd field of deafness continues to be firmly lodged within the clinical modd,
and its thematic discourse, encapsul ates discussons focusing on cognitive development,
teaching language acquistion, English, literacy skills, and educationa placement. This
mode directly influences the educational and teaching practices for hearing educators
who instruct Deaf and hard-of-hearing learners (Martin, 1987; Moores, 1990). Despite
the growing diversity of racidly and ethnicaly diverse learners who do not hear, teachers
and educators of the Deaf have remained predominately White, female, educated, middle-
class, and hearing (Burch, 2001; McCall, 1995; Moulton, Roth, & Tao, 1987). Y €,
research shows that the socia experiences of White educated middle-class women are
congtructed differently from people of racidly and ethnicaly diverse backgrounds
(Frankenberg, 1993).



Issues of race, gender, and racism, continue to play acritica rolein the
educational process of Black Deaf or hard-of- hearing adult male learners. But Degf
educationa programs do not include extensive training, research, or knowledge that
specificaly address the learning needs of Black Deaf or hard- of-hearing adult mae
learners, nor those of other minority learners who do not hear (Luckner, 1991).
Consequently, White female educators enter the Deaf educational arena unprepared to
dedl with the diversity of socio-culturd issues that permegte the learning context
(McCadll, 1995; Smart, Smart, & Eldredge, 1993).

Other issues unique to the educationa process of Black Deaf and hard-of-hearing
learners are the inferior or non-existent educationd programs for Deef and hard- of-
hearing sudents. In many of these programs, Deaf and hard-of-hearing learners are
forced to rely upon uncertified and unskilled Sgn language interpreters. The combined
effect of these issues erect insurmountable obstacles for many Deaf and hard-of- hearing
learners and are the contributing agents to the low numbers of Deaf and hard-of- hearing
students attending post- secondary educationd indtitutions.

Thefield of adult education embodies an extensve discusson about learmning
theories and motivation and barriers to participation. However, Deaf adults are atypica to
the learners described in the numerous participation studies, and they face barriers that
are little understood by adult learning theorigts. The barriers adult learners who do not
hear face, are erected long before they matures into adulthood. In fact, upon the discovery
of their hearing loss, these barriers are erected immediately through an unintended, but
systematic process. The causa agents of these barriers are human, physiologicd, and
psychologicd in nature. The human barriers are the Deaf and hard- of-hearing child's
parents, hearing medica professonds, socid services agencies and educationa
ingtitutions who may view Deaf or hard-of-hearing people through the dinica modd
(Meadow-Orlans, 1990). The physiologica nature of these barriers are attributed to the

age of onset of hearing loss; age when hearing | oss was discovered; amount of residud



hearing; nature and amount of communication in the home with parents and family
attitude about hearing loss. The psychologica nature of these barriers can be attributed to
the amount of time, energy, and resources (e.g., professond medica advance, speech
therapy, and persond and menta health counsdling, spiritud and rdligious guidance)
parents spend seeking solutions to a problem they view as detrimenta in a hearing
society. The combined effect and impact on the Deaf or hard-of- hearing adult learners
serve to delay their introduction to language (i.e., Sgn language or speechreading), school
choice (i.e, resdentid schools, mainstream, oral, or self-contained education), and
learning (Meadow- Orlans, 1990; Scheetz, 1993).

Adult education literature has not examined the above issues because scholars and
theorigts are predominantly hearing and are unfamiliar with how the educational process
currently affects Black Deaf or hard-of-hearing adult male learners. These researchers
and theorists have not considered how hearing loss, different or incompatible
communication language modalities (Sgn vs. spoken language), mismatch of pedagogica
gpproaches (i.e., manual communication vs. oral gpproach), delayed introduction to
language, and, subsequently, learning can impact and affect the educationd environment
for Deaf or hard-of-hearing adult learners (Paul, 1998). Second, the absence of research
suggests that there is an unconscious assumption of a hearing construction to learning and
knowledge acquisition. A hearing congtruction of learning and knowledge acquistion is
operationdly defined as the linkage between the ability to use the dominant modality of
communication, which is the spoken language, to the processing of what we auraly
(deliberately or tacitly) receive. The hearing construction aso assumes that Deaf learners
have mastered the ability to manipulate phonetic codes of spoken English, which would
enable them to decode and/or decipher printed words (Paul, 1998). In order to decode
and/or decipher the printed text, Deaf and hard-of- hearing adults must cognitively
conceptuadize the printed word and connect it to the idea most usualy associated with the

conversationa form of the word. In other words, decoding requires moving the printed



word “from the page to the reader’ s head” (p. 199). Deaf and hard-of- hearing learners do
not have the aura ability to connect conversationa words to the visudly printed word.
Without this critica skill, the phonetic codes that are embedded within the printed text
become much like trying to understand foreign symbols. As a consequence, their reading
comprehension skills do not proceed beyond that of the third or fourth grade reading leve
(Paul, 1998).

The above discusson reconceptualizes the existing discussion within the adult
education literature with respect to race and gender. Johnson-Bailey & Cervero (1996),
Rocco and West (1998), and Tisddll (1992) show that when race and gender intersect
within the learning context, the socid dynamics between learners and the learning
setting dter into issues of positiondity and power (Maher & Tetreault, 1993). Anthias
(1998) conceptualizes pogtiondity as asociadly congructed system that hierarchicaly
Stuates people in adominant or subordinate position. These positions are predicated by
the interplay of intersecting identities of race, gender, and class. Anthias (1998) dso
conceptualizes power asthe ability of groupsto socidly acquire, deploy, and/or control
the dlocation of resources (i.e., culturd, political, and economic), to ensure, affect
and/or change their position(s) within the hierarchicd structure. However, when race
and gender intersect with deafness, issues of positiondity and power within the
educationa context become multi-dimensiondized. In other words, binary issues of
intersecting identities no longer characterize the classroom. It is more, an environment
characterized with issues of intersecting identities manifested by positiondity and the
politics and demand for language (Natapoff, 1995). Thus, Black Deaf or hard-of-
hearing adult male learners are Stuated in, and confronted with, a pendulum-like
phenomenon, unique to any other previoudy described adult learning Stuation.

Statement of the Problem

Race and gender issues are popular topics of invetigative inquiry within the field

of adult education. However, the discourse has not embodied a discussion on deafness as
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a socio-cultura phenomenon. Despite the plethora of research on educating Deaf and
hard- of-hearing learners, issues pertaining to the integrated effects of race, gender, and
desafness within the classroom have remained unexamined by adult education theorists
and researchers. Unlike hearing African American learners, Black Deaf or hard-of-
hearing adult males are confronted with barriers that their peers do not experience. They
must rely upon their visud abilities to receive spoken communicated knowledge, which
are barriers and obstacles that have remained unexamined by adult education learning
theorists (Cross, 1981; Darkenwald & Merriam, 1982; Hiemstra, 1993; Merriam &
Cdffardla, 1999). Lane (1993) and Davis (1995) conceptudized these barriers as being
fundamentdly audist. Lane (1993) describes audism asaway of “deding with Desf
people, [it] isthe hearing way of dominating, restructuring and exercising authority over
the Deaf community” (p. 43). Davis (1995) concurs as he posits that the * hearing
establishment.. .is biased toward the auditory mode of communication” (p. 172). Their
combined argument depicts how audism privileges aurd and ord means (hearing and
gpeaking) of communication over visud and manud (3gn language) communication. The
prevailing reliance upon audism in our society can be found operating at dl levels of
learning and it is this premise upon which our educationd ingtitutions are based.

The positional matrix from which Black Deef or hard-of-hearing adult mae
learners interpret and frame their learning and schooling experiencesis congtructed by the
intersectionaity of race, gender, and deafness. Thus, as these socio-culturd issues
converge within an audist educationd paradigm, Black Deaf or hard-of-hearing adult
male learners are forced to confront multi-dimensiona layers of oppression resulting
from inequitable power relations.

Purpose Statement

The purpose of this study isto examine how Black Deaf or hard- of- hearing adult
male learners understand their learning and schooling experiences. Guiding thisresearch
are the following questions.



1. What are the learning and schooling experiences of Black Deaf or hard-of- hearing
adult mae learners?

2. How do Black Deaf or hard-of- hearing adult mae learners define thelr identities?

3. What isthe relationship between the identities of Black Deaf or hard-of-hearing adult
mae learners and their learning and schooling experiences?

4. Inwhat ways hasthis rdationship impacted and/or affected their livesin
contemporary times?

Sonificance of the Study

This study captures the complexities of issues surrounding African American
Deaf and hard- of-hearing learners within the learning and schooling context. The
interdisciplinary content of this research has theoreticd and practica implications that
cross multiple fields of inquiry with respect to adult and Deaf education, race, gender,
disability studies, and other socia sciences.

Theoreticdly, this sudy reveds and conceptualizes an oppressive system that has
been a work for centuries, but up until now has remained invisble to theorigts,
researchers, and scholars. This study purports that this oppression is the result of a
dominant view that has been socidly congtructed, maintained, and reinforced within our
schools. It illuminates the problematic nature that Black Deaf or hard-of- hearing adult
male learners have within the learning and schooling context. It aso conceptudizes the
dimensions of oppresson which give rise to the exigting tension between hearing
educationa practitioners and Deaf or hard-of-hearing learners. This study directly targets
Black Deaf or hard-of-hearing adult male learners, and it providesanew lensin
understanding a group of learners that has existed beyond the margins of margindized
minorities (Anderson & Grace, 1991).

This study recognizes and acknowledges the initid work done by adult education
scholars who convincingly argue that there is a need for further research targeting

minority learners and those with disabilities (Klugerman, 1989; Ross-Gordon, 1991).
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This study extends the existing body of knowledge, becauseit is conducted in response to
this cal (Reagan, 1990), and as such, it has practical implications for educators. Firg, it
dispels the implied notion that learners with sensory, mentd, and physicd disabilities can
be collapsed into one category (Klugerman, 1989; Ross-Gordon, 1991). Cunningham and
Coombs (1997) illuminate for contemporary and future practitioners of Deaf and hard- of-
hearing adult learners the complexities of the problematic nature of a one accommodation
fitsal learners with disabilities paradigm. Secondly, this study argues that each disability
requires different ingtructiona approaches, and that teaching strategies need to be
individudly suited to the learner’ s specific need. Currently, the educationd process for
Deaf and hard- of-hearing adult learnersis directed overwhelmingly by hearing, white,
middle-class, educated femades (McCal, 1995; Mouton, Roth, & Tao, 1987). Therefore
this study targets this population of professionaswho not only have built their
professond lives and careersin service to and for Deaf and hard- of- hearing learners, but
who are aso the gatekeepers of knowledge because of their hearing status (Lane, 1993).

Adult educators and human resource devel opment researchers dike can aso
benefit from this sudy by using it as afoundation for developing specific programs
targeting this population of learners. Currently, thereis a paucity of theories targeting
nondominant Deaf and hard-of- hearing learners, therefore, adult educators teaching
learners who do not hear have little to rely on and are challenged in developing learning
activities that target this population’ s specific needs and interests. Without experience,
training, and education, Deaf and hard- of-hearing African American maes will continue
to experience obstaclesin locating and maintaining adequate employment. Consequently
Black Deaf or hard-of-hearing adult male learners will be unable to build careers that
would help develop and sustain a strong economic base and clout within their
communities.

Finaly, this study hasimportance with respect to international Deaf and hard-of-
hearing learners. The dinica view isthe dominant mode in many countries. Deef or



hard-of-hearing people who live in these countries are relegated to places of invishility
and substandard living conditions (Lane, 1993). As a consequence of the clinica modd,
many Deaf and hard-of- hearing people receive little or no education in their respective
countries. Many enlightened hearing and Desf or hard-of- hearing individuds from other
countries make extreme efforts and sacrifices to come and/or send their family members
to our schools to be educated. They attend our schools because of our espoused belief that
al people have aright to an education regardless of their circumstances. Furthermore,
given the immigration and migratory patterns of these countries, this sudy recognizes the
possibility of Deaf and hard- of- hearing adult learners with differing culturd worldviews,
experiences, and linguistic backgrounds entering our educationd indtitutions. Therefore,
this study is a contribution, because it provides future scholars and researchers aframe of
reference, which can be used to engage these learners. Ultimately, this study servesto
increase our understanding about the socidly diverse issues that different learners bring
to the learning and schooling context.

Definitions of Terms

Aural: The ability to use hearing organs to recelve sound and spoken
communication.

Deaf: Theinability to hear and understand spoken speech “through the ear alone
with or without the use of ahearing aid” (Turkington & Sussman, 1992, p. 59).

Deaf Culture: Theview that promotes American Sign Language (ASL) asaliving
language, etiology of deafness, socidization with culturally Desf members, and politica
intervention for the advancement of Desf rights and privileges.

Hard-of-hearing: A term used to “describe mild to moderate hearing loss. Thisterm

is preferred over “hearing-impaired by the Deaf community” (Turkington & Sussman,
1992, p. 89)

13



Hearing: A complex and coordinated “process involving the transmisson of sound
waves through the ear mechaniam into the brain, which can then interpret the message”’
(Turkington & Sussman, 1992, p. 90)

Hearing Culture: The view that normalizes hearing and speaking as the dominant

means for communication and socid interactions.

Non-hearing: Representsindividuaswho have been diagnosed with a hearing loss
that ranges from mild to profoundly Deaf. These individuas may or may not be active
members of the Deaf Culture and may or may not use manua communicetion as their
primary language.

Oral: Refersto the exclusve use of speech method in communicating idess,
thoughts, knowledge, and information.

14
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CHAPTERII
REVIEW OF THE LITERATURE
Introduction

The centrd purpose of this literature review isto illuminate the absence of
discusson focusing on the learning experiences of Black Desf or hard-of-hearing adult
mae learners within the learning and schooling context. However, the key concerns and
concepts that are represented within the literature can be used to help inform our
understanding about the learning needs of a unique population of learners.
Interdisciplinary searches across adult and deaf education, identity development, and
disability scholarship show that the learning experiences of Black Deaf or hard- of-
hearing adult male learners have not been studied or researched.

Adult education has embodied a discursve anadyss on the interlocking issues of
power, race, class, and gender within the learning context. However, the notion of
desfness has not been conceptualy linked to the discusson. While thereis an extensve
amount of data linking the learning process to cognitive and language development in the
field of desf education, culturd issues such asracid and/or multiple identities have been
precluded as objects of study. Scholarship on identity development shows that race,
gender, and class serve as cultura markers in identity construction. Extending this
discussion to how they intersect, the literature shows that people are then socialy and
hierarchically positioned in our society. But, an inquiry into the intersectiondity of race,
gender, and deafness as an object of study, remains unarticulated in theory.

This literature review on the intersectionality of race, gender and deafnessas an
object of study isdivided into three parts. Part one includes four sub-sectionson
positiondity, intersectiondity, multiple identity development, and dimensions of
oppression. | represent these sub-sections as theoretica concepts, because | believe that



they can inform our understanding about the complex nature surrounding Black Desf or
hard- of-hearing adult male learners. Part two is represented as two sub-sections. The first
sub-section discusses disability studies with linkage to race and multiple identity
development. | chose to examine disability studies, because in many ways, society views
deafness as a disability. Thisview contrasts with those of Deaf scholars (and their
proponents), who view themselves as alinguistic minority group. | support and share the
viewpoaint that Deaf and hard- of-hearing people are not disabled. Disability scholars have
not yet critically examined the notion that Deaf people are alinguistic minority.

Therefore, the second sub-section represents a discussion on key issues relevant to Desf
learners, which are not discussed by disability scholars. | felt it necessary to include these
two bodies of literature as they are presently represented.

| rely upon Linton’s (1998) stance regarding the term disabled, which | will use
throughout my discussion. Specificaly he states that disabled peopleis adesignated
identity marker for “membership within and outsde the community. Disabled is centered
and the nondisabled is placed in the periphera postion in order to ook at the word from
ingde out to expose the perspective and expertise that is silenced” (p. 13). | will be using
the phrase disabled people and/or people with disahilities interchangeably throughout my
discussion.

Part three has three sub-sections discussing patterns and themes relevant to adult
education with respect to minority learners, specificaly African Americans. Black Desf
or hard-of-hearing adult mae learners share many of the socio-politica issues (i.e,
survivd, dimination of discrimination, and racism) as other African Americans. But their
gpecific needs, which are unique to hearing loss, are overshadowed by their shared racia
and group membership. Thus, it isimportant to talk about African Americansasa
collective group, in which Black Deef or hard-of-hearing adult mae learners are
included. | have dso included an integrated discussion on adult educetion, deafness, and
Black Deaf or hard-of-hearing adult mae learners. A brief summary of the key ideas and



concepts relevant to my study and rationde explaining the maotivation behind my
theoreticd framework concludes this chapter.

Asan adde, | believeit isimportant to emphasize that disability scholarshipisan
emerging critica fidd of study. Centrd to the discussion is the paliticization of
normalcy, the medicindization (e.g., managing, fixing, and/or eradicating) of disability,
and acdl for defining disability asasocid movement. A critique of this literature that
can be made, isthat whileitsfocusisatimely one, disability scholars are implicating
issuesto al disabled people. In other words, disability scholarsimplicitly assume that
issues relevant to disabled people are aso applicable to individuals who are Deef or hard-
of-hearing. This assumption is mideading because the concerns of Deaf and hard- of-
hearing people are not shared or experienced by the disability community. Primary to
Deaf and hard- of-hearing peopl€' s concern is the issue of inaccessibility to hearing the
spoken language and the poalitics of communication modalities.

Disability scholarship emphasizes physicality of the body and society’s sSance
towards normacy and medicindization. But deafnessisinvisble and, therefore, not
congtrained by the physica body. Maone (1986) relied upon a quote from Edward Miner
Gallaudet (1837-1917) that supports my thinking. He states, “Deafness is subtle and
paradoxical, and it ramifies beyond the immediate disability. It imposes few physcd
limitations, but its effects on socid life and academic performance can be severe. It
cripples neither the mind nor the body, but the ability to use our most eementa and
pervasive form of communication, the human voice” (Maone, 1986, p. 8). Disahility
scholars have not interrogated the impact of inaccessibility to the spoken language on the
lives of Deaf and hard-of- hearing people (Hoffmeister, 1996). Nor have they entered into
adiscussion asto how Deaf and hard-of-hearing people are differently positionalized
from other individuas with physica disabilities as a consequence to inaccessbility to the

spoken language.
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Part One
Pogtiondli

Scholars agree that positiondity is socidly constructed and dictated by
oppositiond difference (Maher & Tetreault, 1993; Navarete Vivero & Jenkins, 1999;
Stonequist, 1935; Wade, 1996). W.E.B DuBois work on double consciousness (circa
1903/1989), shows that positiondity is predicated by identity conflict between one's self
and two oppositiona cultures. Everett V. Stonequist (1935), who refers to the work of
noted sociologist, Robert E. Park, conceptudized positiondity vis-a-visthe ‘margind
man'. He defines margind man as* one who isliving and sharing intimately in the
culturd life and traditions of two distinct peoples, never quite willing to bregk, even if he
were permitted to do so, with his past and his traditions, and not quite accepted, because
of racia prejudice, in the new society in which he now seeksto find aplace’” (Stonequis,
1935, p. 3).

Contemporary scholarship shows that positiondity is il socidly constructed
upon race, gender, and class. Maher and Tetreault’ s (1993) examination of positionality
shows that race, class, and gender are “relational markers’ and when interlocked, they
determine how people are socidly situated and/or placed hierarchicdly (p. 2). They
further argue that these relationd markers define our identities and, subsequently, shape
our understanding and knowledge about the socia order of our society. Wade (1996)
examined positiondity by investigating the relationship between gender role and racid
identity of African American men. He argued that in our society, African American
men’'s position is socidly congructed differently than White American men. Specificaly,
he contends that African American men’s socid redlity and masculinity identity has been
forged as areault of davery, oppresson, and racism. Cullen (1999) concurs as he
higtorically traces and connects the transformation of Black mae gender role status from
dave to manhood, beginning with the civil war and as aresult of serving and “dying on

the battiefield” (p. 497).



Anthias (1998) congtructs positiondity as atheoretica frame of analyssfor
socioculturd hierarchies. She posits that pogitiondity represents asociad order where
people are situationaly placed based upon a“grid” (p. 507). Grids are understood as
levels of experiences, actions, and practices, organizationd (i.e., family, church, work
and schoal, etc.), and symbolic representation of discursive practices (eg., text,
information, images, Sgns, etc.). Relying upon her definition of postiondity, Anthias
(1998) conceptually shows how positiondity is cemented in place. Depending upon the
context, positiondity is established and solidified by the allocations of resources and a
group’s aaility to use ther collective power to maintain their place within the hierarchica
socid dructure. Taylor (1999) asserts that how an individua “fits within the socid
sructureis a product of an on-going negotiation” process (p. 377). Thus, it can be seen
how Anthias (1998) conceptuaizes the complexity of positionality as she maps out and
decongtructs the articulations of categorica boundary markers. In the MerriamWebster’s
Collegiate Dictionary (2001) articulation is defined asinterconnecting joints. The
meaning one can conclude from Anthias (1998) theoreticd analyssisthat as aresult of
the interconnectedness between race, gender, and class, a“range of differences’ is
produced and manifested in layers that crosses and counter-cross over each other (p.
520).

Navarete Vivero and Jenkins (1999) reintroduce Stonequist’s (1935) work by
conceptudizing postiondity through the lens of margind identity. They define margind
identity as “a person caught between two cultures never fitting into either one” (Navarete
Vivero & Jenkins, 1999, p. 9). In their opinion, margind identity is socialy constructed
asareault of living and experiencing a multicultural-multiethnic perspective. They define
this socid redity as cultura homeessness. They argue that the problematic nature of
living and experiencing a multicultura- multiethnic redity emanates from the tenson that
exigts between dudity of an individud’s home and ethnic culture and that of a dominant
mgority culture. Guy’s (1999) clarification of the meaning of dominant mgjority culture
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secures an understanding of Navarete Vivero and Jenkins (1999) point. He notes that
dominant majority culture refers to a power component that embeds interlocking factors
of oppression, discrimination, and excluson. An important connection that can be made
between Guy’ s (1999) clarification and Navarete Vivero and Jenkins (1999) argument is
that power is exerted to the point of excluson againgt others who do not fit the reigning
cultura perspective. In this sense, Navarete Vivero and Jenkins (1999) assertion that a
person’s multicultural- multiethnic identity causes hinvher to be positiondized

differently, making him/her a“minority everywhere [he/she] go[es]” (p. 12), shows how
postionality is socialy constructed upon oppositiond differences. Ogbu (1993, 1995)
conceptualizes oppostiond difference as a conflict and/or culturd inverson, which
explanswhy minority individuds respond differently from that of a dominant group.

The literature on postiondity crosses interdisciplinary fields of thought, but
directsreaders attention towards the tension that constrains the experiences of members
of minority groups. Because pogitiondity is socidly congtructed, it is necessary to view it
from amulti-directiona stance. Positiondity isinherently conflictud. It is both fixed yet
mutable. Positiondlity is fixed because it isinherent to asociety’ s socid structure and
because of racid classfication and/or gender role identity. Positiondity is mutable
because it changes as aresult of the interplay between other socio-cultura variables (i.e,
cdlass, education, heterosexudity, Chrigtianity, normalcy, and able-bodiness, etc.).

| ntersectionality

A discussion on postiondity can not be fully understood without a discusson on
intersectiondity and identity development (specificaly multiple identities). These two
concepts overlap each other and are often explicitly mentioned or inferred within the
literature. The following discussion illuminates key themes and issues reated to
intersectiondity and multiple identity congtruction.

Hill-Callins (1998) asserts that intersectionality emerged as a paradigm out of

Black Women's studies discursive scholarship, because issues of race, class, and
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nationalism were being examined as “ separate systems of oppresson” (p. 63). However,
Black women' s experiences were being socidly impacted upon by multiple systems of
oppression that were interconnected. Hill-Callins (1998) describes intersectiondity asa
theoreticd lens with which to examine and/or explore how systems of oppression, race,
gender, and nation “mutualy construct on another” (p. 63).

Williams- Crenshaw (1995) conceptualized intersectiondity as away to disrupt
“tendenciesto see’ race and gender as separate or mutually exclusive categories (p. 378).
She contends that the experiences of women of color can not be explained, understood,
nor “subsumed within the traditional boundaries’ (e.g., racism or sexism) (p. 358). She
dates that “[&]lthough racism and sexism readily intersect in the lives of red people, they
seldom do in feminist and antiracist practices. Thus, when these practices expound
identity as awoman or person of color as an either/or proposition, they relegate the
identity of women of color to alocation that resststelling” (p. 357). In other words, the
combined experiences that Black women have with racism and sexism defy our current
understanding about race or gender. Identity politics, multiple identity representation, and
power issues undergird the notion of intersectionality. Therefore, intersectionaity enables
an andyss a the point of multiple identity intersections (e.g., race and gender) and their
mediating tendons.

Robinson (1999) relied upon voice scholarship to help define intersectiondity.
Specificaly, intersectiondity is congtructed through “interlocking dominant discourse”’
on race, gender, and other socidly constructed identities (e.g., leshian, gay, and disabled,
etc.) (Robinson, 1999, on-line). She defines discourse as ideas and Statements that give
meaning to socia discursve practices. Members of marginalized groups construct
meaning of sAf and thar slf-worth as a consequence of the intersectiondity of dominant
discourses and socid practices.

Howard' s (2000) critique regarding identity work includes a discusson on
intersectiondity. Intersectiondity is digtinguished from other identity work, because it



underscores the socio- palitica nature of the structurd inequities resulting from multiple
and intersecting identities. Further, intersectiondity can (as alens of andyss) examine
manifesting tengon inherent to structurd inequities aswell asthar “multiple
(dis)advantages’ (p. 382). Since the political component is a prominent theme of
intersectiondity, it facilitates the notion of codition building (Howard, 2000; Williams-
Crenshaw, 1995). The concept of cadition building (Williams-Crenshaw, 1995) provides
the bass for margindized groups to coalesce (because of racial and/or other differences)
and address and resst al forms of subordination. Howard (2000) veers off with a critique
of the theoretica grounding that underpins much of the work of intersectionaity. She
arguesthat thereisa*lack of closure between one master status and another, between
previous and future identities’ (p. 382). In other words, salf has agency which can only

be true to a given context, at a given time, and/or relationship (Howard, 2000; Fittinsky,
Shih & Ambady, 1999).

Postiondity provides atheoretica frame of analyssthat can inform an
understanding on how human beings are socidly Stuated within a hierarchica dructure.
But intersectiondity enables an internd examination on the interplay between relationa
markers. Robinson’s (1999) illustrated taxonomy depicts how relationa markers (both
vigble and invishble) braid into each other then manifest into dominant discourses of
‘iams’. In the MerriamWebster's Callegiate Dictionary (2001) ‘isms’ is understood as
causdl, or the practice(s) and/or, act(s) of. Thus, it isthe ‘isms’ that produce the
subordination, vulnerability, and margindity to which Williams- Crenshaw (1995) refers
to in her andysis of the systemic sructure and palitics of intersectiondity. Robinson
(1999) posits that dominant discourses on intersectiondity manifest themsalvesinto the
congtruction of meaning of saf and self worth (Anthias, 1998). This view is supported by
Howard's (2000) conclusionsthat our culturd environment and everyday lives are

equally shaped by “our senses of who we are and what we could become’ (p. 388).
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Multiple | dentities

Identity development work shows that identities are socialy constructed by the
interplay between and within categorical boundaries of race, gender, and class (Anthias,
1998; Robinson, 1999). Y &, research shows that there is a conceptua struggle to capture
and define the essentid essence and meaning of identity. Burke and Franzoi (1988)
contend that identity is apostiona designation. Deaux (1993) argues that identity isa
“sdf-categorization” (p. 9) with respect to relationship with others. Anthias (1998) used
the analogy “different colour cloak” (p. 507) that is never discarded as away to define
identity. Pittinsky, Shih, and Ambady (1999) did not specifically define identity, but
instead built a case arguing that there are no singular or binary identities, but rather
identities are “multifaceted and complex” (p. 515). Their andysis dso reveads that people
will choose the most appropriate identity, in order to adapt and negotiate the context in
which they are Situated. Rather than define identity, Howard (2000) conducted a macro-
andyds on the categorical markers of identity including a supposition of future identities
congruction. A critique she renders, however, isthat contemporary work on identity
development focuses on “ co-existing, typicaly both subordinated identities’” (Howard,
2000, p. 381). Kivel (2000) connected identity work to the field of recregtion and leisure
activities. However, she concedes that as awhole, thisfield has not integrated a critica
andysis on relational markers and the subsequent role they play in producing different
interpretations of leisure and recreationd activities.

Exploratory work on identity construction stretches across the continuum of
disciplines, but an articulate and concrete definition on what identity is, or is not, appears
to be analogous to an eusive doe - dways somewhere in the forest but never quite fully
captured. Tak anadyss on identity conastently showsthat it is socidly congtructed,
perpetudly shifting, changing, evolving and dwaysin the process of becoming (Deaux,
1993).
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Three consstent themes resonate throughout the literature. The first theme shows
that researchers seek to understand the relationship between a diverse socid context and
identity congtruction. Burke and Franzoi (1988) linked identity to behavior within a
socid context. Deaux (1993) identified two components of identity (social and personal)
and connected them to individud’ s past and present biologica and ecologica histories.
She describes persona identity as traits and behavior, while socid identity is attributed to
roles and memberships. She illustrates rather convincingly how the “past context can
affect current patterns of identity; [and] how changein context can affect identity
definition” (p. 9). Rittinsky, Shih and Ambady (1999) connect the way gender intersects
with ethnicity in order to investigate how Asian American women adapted to the social
context. Howard (2000) connected contemporary work on intersectionality to identity
politics and structurd inequalities. Kive’s (2000) essay on identity and difference reveds
an implicit connection between other fields of theoretical study and leisure and
recreationda activities.

The second collective theme regarding identity reflects an examination on the
interconnectedness of categorical boundary markers, and its manifestations at the micro
and macro levels of andysis. It isat this point, that multiple identities, positiondity, and
intersectiondity are ether explicitly or implicitly acknowledged. Burke and Franzoi
(1988) establish apoint that identity is not “randomly collected, but is organized within
one sdf...based upon hierarchy of importance” (p. 560). In an effort to illudtrate the
linkage between persona and socid identities, Deaux (1993) relied upon an earlier
classcd technique in assessing “identity ... represented by clusters of identities and
related clusters of traits” (p. 6). She implicitly acknowledges the concept of multiple
identities. Fittinsky, Shih and Ambady’s (1999) empiricd study shows that as gender and
ethnicity intersect, the socid context shapes power relaions and ultimately trigger the
emergence of different identities. Howard' s (2000) macro-anaysis of identities shows

that socioculturd variables (e.g., age, gender, sexudity, and ethnicity) organize into
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hierarchies and that people locate themsalves within collective categories. Kivel (2000)
arguesthat interplay between categoricd markers, congruct into different identities,
which dlude to the notion of multiple identities.

The third theme shows a shift towards identity palitics predicated by theoretica
congtructs of critical and postmodern theories. This shift embeds efforts to deconstruct
the interplay located between and within the intersection of layers found to exist within
Structures of hierarchica society (Nelson-Barber & Harrison, 1996). Identity politics
include an analysis for examining structurd inequdlities, which are endemic to the
varying degrees and dimensions of oppression (Hill-Coallins, 1998; Nelson-Barber &
Harrison, 1996; Reynolds & Pope, 1991; Williams-Crenshaw, 1995). Anthias (1998)
shows those individuals and/or groups who are positiondly viewed as different are done
S0 because of boundary markers. She extends her argument by contending that binary
opposition socidly congtructs into super and subordinate positions, which cementsinto
place within our society’ s hierarchical socia Structure.

Gendered Devel opment and Adult Education

The above thematic discussion can serve as abasis for understanding identity
development and its relationship to the field of adult education. Clearly, identity
development and the socid context are of crucid concern for adult educators as Tennant
(2000) contends. He sees the sdlf and the socid asinseparable and argues for ashift in
thinking about “theories of the knowing subject, to theories of discursive practices’ (p.
92). Hefurther argues that to continue the practice of viewing sdf and the socid as
separate and independent agents can produce a fase consciousnessthat is“largely
illusory” (p. 91). Chevez and Guido-DiBrito (1999) share this view as they discuss how
the intersection of race and ethnic identity development shapes and defines the adult
learning context. They carefully acknowledge thet al learners have an ethnic identity
(whether it is acknowledged or exists beyond adult learners' consciousness).

Nevertheless, race and ethnic identity are socioculturd issues that define, shape, and
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influence the learning experiences of adult learners, aswell asingructiond practices of
adult educators. It is evident that they believe that identity development plays a criticd
rolefor the fidld. They favor amulticulturd frame of references as praxis for adult
educators.

Ross-Gordon (1999) explored gender development models and examined their
impact on adult learning. Her examination on gender and gendered adult development
includes a theoretica view of understanding how gender identity is congtructed and
maintained. Additiondly, she shows how culturd influences shape and define gender
identity. With respect to adult education, she debunks previous research that hes been
universdly used as a measurement for dl adult learners. More importantly, her discusson
builds a pathway for understanding how identity congtructs differently for Black Desf or
hard- of-hearing adult mae learners. In her analysis of the adult African American mae
gender identity, she shows how Black adult men have two cultura interpretations of
masculinity identification, which are inherently conflictud. Adult African American
males must negatiate between their masculine identities as congtructed by European
maingiream values, and their masculine identities as framed by African tradition.
Rdationdly, these masculinity identities have been forged in conflict, resulting from a
history of socid oppression, discrimination, violence, and raciam (Cullen, 1999; Wade,
1996). Ross-Gordon's (1999) point about the conflictive nature of the gendered identities
of African American adult mae learners is an important one because it establishes away
of understanding the development of the intersecting and multiple identities of Black
Dedf or hard- of-hearing adult mae learners.

Dimensions of Oppression

From the preceding discussions, it can be concluded that individuas are
positioned as aresult of fixed and/or transmutable relationd markers. It could dso be
argued that individuas and/or a group of people are subordinated and margindized
because of the intersectionality of categorica or relaiond markers. Conversdy, there are



arguments that support the idea that people and/or groups are margindized and
subordinated, because they are forced to negotiate between and within socidly assgned
and intersecting identities. However, relying upon these arguments as separate i SSUes,
would present an incomplete picture. Hanna, Taley, and Guidon (2000) show thet
subordination and margindization are the manifestations of the braided affect of
relaiond markers; the intersection of fixed and/or transmutable boundary markers; a
socidly dratified hierarchy; and the tension that forces people and/or groups to negotiate
between and within their identities. Prilldtensky and Gonick (1996) identify these
manifestations as socio- palitical. As socio-palitical manifestations converge within
society’ s hierarchical socid Structure, thereis ajockeying for positionad space among its
diverse groups of people. Thisjockeying for positiona space denotes power issues as
these groups wrestle between and within the hierarchical socia structure. The power
issues (inherent to this Struggle) socidly advantage and privilege one group(s), while
smultaneoudy subordinating and margindizing others. Prilleltensky and Gonick (1996)
show that socialy positioned and advantaged groups use their collective socid
ingtitutions, economic resources, and political power to socidly subordinate, oppress
and/or suppress to maintain their hierarchica satuses.

W.E.B. DuBais personaly understood oppression as asocid redlity, ashe
andyzed the margindization and subordination of the American Negro (DuBois,
1903/1989). His analysis of double consciousness broke ground in conceptudizing
oppression. With anod to W.E.B. DuBois, Stonequist (1935) agreed that oppression
produced margindity and subordination for people who were racidly and ethnically
different. These two classica pieces are not connected to the more contemporary and
scholarly andysis of oppression, but they are the foundation upon which much of today’s
work is based (Hanna, Tdley & Guindon, 2000; Jones & McEwen, 2000; Myers &
Speight, and . d, 1991, Prilldtensky & Gonick, 1996; Reynolds & Pope, 1991).
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Depending on the lens of analys's, oppression can be understood as the result of
belief in one' s superiority and in others' inferiority; and the power to impose sandards
and beliefs onto the “less powerful group” (Sue, 1978, p. 424). Oppression can bea
product resulting from “system[s] that dlow [or disdlow] accessto the services,
rewards, benefits, and privileges of society based on membership in a particular group”
(Reynolds & Pope, 1991, p. 174). Oppression can be viewed discursively, as a dominant
way of perceiving by a system that pre-digposes people to various ‘isms . Myers and
Speight et al. (1991) argue that oppression affects the way people are socidized into a
worldview that is sub-optima. Sue (1978) clarifies the meaning of worldview asa
“person’s culturd upbringing and life experiences...[which are] comprised of atitudes,
vaues, opinions, and concepts...affect[ing] how [people] think, make decisons, behave,
and define events’ (p. 419). Sub-optimd is conceptuaized as ayidding of “peece, joy,
harmony, and the increased wdll-being of thewhole [sdf]” (Myers & Speight, et. d, p.
57).

A macro and systemic view of oppression can be defined as “ asymmetric power
rel ations characterized by domination, subordination, and resistance, where dominating
persons or groups exercise their power by restricting access to materia resources and by
implanting in the subordinated persons or groups fear or saf-deprecating views about
themsdves’ (Prilldtensky & Gonick, 1996, p. 129-130). Oppression can be tacitly
perpetrated. Jones and McEwen (2000) and Hanna, Talley and Guidon (2000) agree that
people or groups privileged by socioeconomic or cultural conditions are more likely to
lack the empathy to fed and acknowledge how oppression affects the lives of individuas
disempowered or made vulnerable by life circumstances. Findly, oppression can be used
explicitly as atool to abusvely wield power and/or exert control upon individuas or
fragment groups to prevent them from building coditions which resst and contest
powerful regimes (Hanna, Tdley & Guidon, 2000; Prilldtensky & Gonick, 1996).
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Reynolds and Pope (1991) argued that there are multiple layers of oppression.
Williams- Crenshaw (1995) argued that there is interplay of tenson and conflict that
exists between and within these layers of oppression. Y «t, Prilleltensky and Gonick’s
(1996) typology and discussion presents the most complete and deconstructed analysis on
how these layers are produced and at which point the interplay of oppression is created.
Their argument illudtrates the dimensionaized nature of oppression, as eech layer
smultaneoudy superimposes and socidly constructs upon each other. Jones and
McEwen (2000) extend the complexity of this discusson by adding that other socio-
culturd factors (i.e., age, experiences, and education) obscure the multiplicity of these
layers, thus making andysis of the impact of oppresson on margindized and
subordinated groups difficult.

Hanna, Tdley, and Guindon (2000) conceptudize the mechanisms of multiple
layers of oppression. They identify three sources that serve as primary, secondary and
tertiary primary forces. Primary force is used when individuas and/or groups explicitly
apply force to achieve their objective. Secondary forces occur within individuas and
groups that tacitly oppress by their slence while smultaneoudy benefiting from
oppression. The hegemonic stage isthe third force, demonstrated when members of
groups or groups seek acceptance from the dominant group by abandoning hisher/ther
own group. Hegemony is best understood as the power and struggle of subordinate
individuas contesting the contral of the dominant group (Weiler, 1988). The paradoxica
nature of this struggle is the manner in which members of the subordinate class consent
to adhering to the rules, laws, stories, culturd vaues, and policies of the dominant class.
Omi and Winant (1994) clarify asthey post that “athough rules can be obtained by
force, it can not be secured and maintained ... without the dement of consent” (p. 67).
Prilldtensky and Gonick (1996) identify the mechanism that activates hegemony, which
they contend are both palitical and psychologica in nature and affect individuas and

groups “experiencing domination” (p. 132). These mechanisms (e.g., learned



helplessness, surplus powerlessness, obedience to authority, and interndization of images
of inferiority) are manifestation or products of prolonged exposure to “ oppressing forces
of other people, socia groups and state agencies’ (Prilletensky & Gonick, 1996, p. 132).
However, individuas and/or groups with a history of experiencing oppression and/or
domination develop collective identity.

Ogbu (1993, 1995) and Guy (1999) inform our understanding about the nature of
collective identity. They direct their focus on how Black Americans developed their
collective identity different from that of the members of the dominant mgority culture.
Guy (1999) contends Black Americans developed asocid collective identity because of
the direct and continued cycle of historica discrimination, oppression, and excluson. He
goes on to say that the development of Black Americans collective identity isin
response, aresstance srategy againgt conforming to the dominant mgority cultura
ideology. Prilldtensky and Gonick (1996) concur and posit that macro-causd influences
contributed to the development of collective identities. Black Americans have long
recognized that as a subordinate group they are rejected within a society dictated by
socidly dratified hierarchical boundary markers. Thus, in response to that rejection, they
aswell as other marginalized and subordinated groups, develop a collective socid
identity in order to survive ahogtile society.

It isimportant to note that while Prilleltensky and Gonick’s (1996) andysis
pushes beyond contemporary work on oppression. They carefully connect the macro
effect to the micro-level of oppression. In other words, oppression at the globd level has
atrickle down effect to individuas within our society. Oppression targets the most
vulnerable (children, economicaly disadvantaged, undereducated, etc.), and those who
do not have the resources, materias, and the economic and poalitica clout to protect
themsdves from itsinjurious affect. Oppression recycles itsdf producing helplessness
and powerlessness among those most marginaized (Hanna, Talley, & Guindon, 2000;
Myers & Speight, et d., 1991; Sue, 1978).
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Part Two
Disability Sudies
Mitchell and Snyder (1997) argue that physica disgbilities are “tautologicd([ly]
link[ed] between biology and sdif [and] can not be unmoored — the physical world

provides the materid evidence of an inner life [and secures it] by the mark of visble
difference’ (p. 3). They make adistinction between the experiencing disability and
diseases. Specificdly, disability is socidly experienced, “infuses every aspect of [a
person’s] being” (p. 3). Wheresas, people diagnosed with diseases can be recovered from
regardless of their cause(s) or course processes. In this sensg, it is understandable how
disabled people are the objects of discussion as opposed to society’ s response to disabled
communities.

Historically, disability has been lodged within the medica, rehabilitation, and
psychologica fieds. The entrenchment of the medica view was necessitated by the need
of our society to construct categories or criterion for determining the differences between
agenuine or artificial impairment (Barnes, Mercer, & Shakespeare, 1999). Policies
served as conduits for the legitimation of this view. The term medicindization became
the “convenient rubric for the socid context and palitica ams and implementation of
modern medicing” (Barnes, Mercer, & Shakespeare, 1999, p. 10). However, Plieffer
(1993) asserts that the World Hedth Organization (WHO) facilitated an environment that
alowed disability to be cemented within the medica and public hedth fields. WHO
developed a schematic definition that would provide away for disability to be classified,
enabling disabled people (who were unable to find employment) to receive federa
funding and/or economic support. Davis (1995) supports the argument that both the
medica and public hedth fields were useful in congtructing disability categories,
classfications, and definitions, because professonds (who did not live as disabled
people) constructed and represented disabled people in scholarship.
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Interrogation of the medicalization of disability pardlded the civil rights
movement and the return of disabled Vietnam War veterans, whose disability issues
chdlenged the existing medicd definitions and dassfications. The combined effect of
these two socio-ecologica factors produced a multi-tiered reaction. First, it would lead to
an evolving socia movement that would interrogate and disrupt the mooring of the
medica mode. The medicd modd is digtinguishable by its centra theme — personal
tragedy — which suggests that by some design, an event has happened which atered an
individud’ s physical gppearance, affected hisher mental status, and/or intellectua
abilities (Taylor, 1999). Secondly, the socid movement would lead to the
conceptudization of an dternative modd — socid modd of disability and ultimatdy, the
evolution of anew theory — the disability theory. The social modd seeks to “transcend
negative images of disabled people and identify them as a diverse group of people who
have agenuine role in society and rights as citizens’ (Taylor, 1999, p. 375). Third, asthe
socid modd crysalized into form and discourse, a did ogue reconceptuaizing the
meaning and interpretation of disability ensued. Fourth, disabled people began to take
command of thelr lives, give voice and substance to therr lived experiences, and demand
authorship to congtruct their own identities.

Zola (1993) assartsthat this socid movement marked a paradigm shift from
viewing disability as an individud “biomedica” problem to a“multi-dimensond” issue
(p. 25). Barnes, Mercer, and Shakespeare (1999) assert that the “ new paradigm of
disability”, emphasized sdf-rdiance, sdf-help, and individua independence (p. 68).
However, four factors seem to point out that the trangtiond shift from the medica mode
to the socid modd to disahility theory has been a difficult chalenge. First, the emergence
of asocid mode suggests that there is an aterndtive view in conceptudizing disability.
While the socid modd interrogates the authority of the medica mode, it has not
loosened society’ s dysconscious (King, 1991) acceptance of the medicdizationa view of
disabled people. Dysconscious is conceptudized as an unquestioning acceptance of a



dominant view, vaue(s) and/or privilege(s) as anorm. Taylor (1999) continuesin this
vein by arguing that the medical mode connects the disahility to an individud’s
imparment(s), whereas the socid model connects the disability to wider society that is
oppressive and regtrictive in nature (i.e., structura and physica barriers). Secondly, asit
gtands now, it is unclear how the socia modd will look, snceit isin the process of being
interrogated and critiqued. Contemporary disability scholars are wrestling with a place
and space for the congtruction of theory development as they examine and critique
conceptua concerns related to disability theory.

The socid modd locates, connects, and problematizes disability with society
rather than the disabled individual (Taylor, 1999; Vernon, 1999). Davis (1995) asserts
“disability is not an object...but [rather] asocid processthat intimately involves
everybody who has a body and livesin the world of the senses’ (p. 2). There are two
schools of thoughts that are informed by the socid model. The British modd is grounded
in sociology and is concerned with “its relationships between academics, the Disability
movement, and the mass of disabled people’ (Omansky Gordon & Rosenblum 2001, p.
6). In other words, its emphassis on examining the physical and socid environment in

order to address and end societal issues that collectively oppress disabled people (Marks,

1999). Thismodd is respected for itsinclusion of disabled writers and activiss within
the scholarly discourse (Barnes, Mercer, & Shakespeare, 1999; Taylor, 1999). The
American socid model, however, is philosophicaly anchored in literature and rhetoric,
and emphasizes less, issues of “power, advocacy, and the role of socid research’
(Omansky Gordon & Rosenblum, 2001, p. 6).

The two schools of thoughts can be distinguished by their ontologica and
epigemologicd leanings. The British school promotes that the disabled personis disabled
by society in reaction to the impairment (i.e., nothing is wrong with the individud).
However, the American school differs from the British school because it smultaneoudy
recognizes and humanizes the impairment of the individua. In other words, the
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impairment is an intersecting festure of a disabled person’ sidentity. The American
school has been criticized for failing to acknowledge the socid model in Europe, while
vaorizing the changing Satus of disabled people in other countries. But it is noted for
embedding a socio-palitical component that challenges the dominant view — functiona
limitation — which undergird the medical view (Barnes, Mercer, & Shakespeare, 1999).
Marks (1999) notes that the American modd is recognized for its phenomenologica
Structure that makes it possible to examine the experiences of disabled people. The
American socid model embraces the concept of minoritization (i.e., disabled people asa
minority group); acknowledges the discriminatory practices that disabled people face;
and cdlsfor radical changesin policies in addressing the concerns of the disabled
population.

Ideologica issues of naming and framing disability dominate the center stage of
American scholarship. Pfeiffer (1993) argued that there is a shift from defining disability
from itsfunctiona condruct to reconceptudizing it as a minority-group mode. Mitchell
and Snyder’s (1997) discussion on the palitics of naming and framing of disability shows
that the emphasisis being placed on the physicdlity of disability. They refer to academic
discursve works that more often than not emphasize the body with descriptive adjectives.
Omansky Gordon and Rosenblum'’s (2001) discussion also shows that the naming and
framing of disability isa politica issue. Whoever controls the process of labding, aso
has the power to construct disability statuses, and hierarchies, and categories and
subsequently determines “what rights and privileges are denied or dlowed” (p. 8).

Pfeiffer (1993) notesthereis alack of consensus or agreement among disability
advocates concerning terminology usage, meanings, and interpretation. Whet is troubling
to these writersis how the use of the term disabled is used to identify the disability
movement, while others use it to “indicate afunctiond limitation” (Pfeiffer, 1993, p. 79).
The term handicapped is used differently, but iswidely rejected by disabled activigts. The
mechanics for the naming and framing of disability is just a political mechanism to judtify



(at the palicy levd), the need of and for the dispersa of economic resources. Pfieffer
(1993) dso interrogated the issue of normdlity by suggesting that the ideaof normd is
and of itself disabling for people with disabilities (p. 79). Normdity isreferred to as
standards of normd (Pfeiffer, 1993). Omansky Gordon and Rosenblum (2001) concur
that the naming and framing of disability is problematic. However, they attribute the
problem to the dichotomous nature between the American and British socid modd on
disability. They assert that a person’sideological stance on disability (i.e, Marxi,
postmodernism, constructivism, and/or minoritization, etc.) shapes the meaning and
interpretation of the naming labdl (e.g., disabled person, person with adisability, or
physcdly impaired, ec.).

Linton (1998) podts that there is a need to “ grapple more directly with
impairment and recognize that it is as nuanced and complex a congruct as disability” (p.
138). He contends that there may be two reasons that could explain the difficulty
disability scholars are having with conceptudizing and theorizing these two terms. Firdt,
he suggests that because the word impairment denotesissues of pain and limitations, that
it is hard to associate it with the term. The second possible explanation is the difficulty in
articulating impairment that do not “essentidize disability or reduceit to an individua
problem” (Linton, 1998, p.138). Nevertheless, Linton (1998) senses hesitancy among
disability scholars (particularly disabled disability theorists) to address these terms.

Corker and French (1999) aso acknowledge the dilemma between disability and

impairment. Specificaly, they Sate that there is afailure to conceptudize amutualy
condtitutive reaionship between impairment and disability which is both materialy and
discursvely (socidly) produced” (p. 6). They go on to say thet thereisacrissin
representing the “reciprocd relaionship” (p. 7) between the discursive aspects of
disabled peopl€e s experiences and their “materid existence in adisabling society” (p. 7).
However, in Omansky Gordon and Rosenblum’s (2001) opinion, how one defines

disability isareflection of choice.

35



The more recent scholarship shows thet there is a shifting of focus on disability
towards theorizing it as a theory. However, the lines between the notion of socia model
and disability theory are blurred. Writers who speak specifically about disability theory,
refer to it asthe lived experiences of disabled people, which are unique to the disahility,
and is “dways determined by their impairment” (Barnes, Mercer, & Shakespeare, 1999,
p. 67). However, the language that can be used to congtruct disability theory is being
debated among disability scholars. This language, which has pre-established meanings, is
problematic as most scholars seek to bring clarity to the discourse (Davis, 1995; Linton,
1998). It isthe “bringing in” the issue and meanings of imparment thet has blurred its
digtinction from disability (Barnes, Mercer, & Shakespeare, 1999, p. 92).

Some disability scholars argue that the indusion of impairment will dilute the
movement’s political power to act on its own behalf. For example, Marks (1999) defines
disability asthe *complex relationship between the environment, body, and psyche,
which serves to exclude certain people from becoming full participantsin interpersond,
socid, culturd, economic and politicd affars’ (p. 611). Pfaffer (1993) explains that “the
manner in which an impairment is produced by a diagnostic condition seemsto place the
disability in the person and not in society”, and, as a consequence, disabled people
become oppressed (p. 78). Barnes, Mercer, and Shakespeare (1999) represent disability
asasocid barrier. Thisbarrier is created in a concomitant manner. Thet is, socid
indtitutions address the impairment that disabled people have, while smultaneoudy
forcing them to become dependent. In this sense then, “impairment is part of the
experience of disability” (p. 91). Branfield (1999) states that “the distinction between
impairment and disability is highlighted in an attempt to focus on thet which is dterable,
i.e, that which disablesus’ (p. 401).

Mogst would agree, however, that the most gpplicable definition that addresses
condraints of disability and impairment can be found in the Americans with Disability
Act (ADA), and Section 504 of the Rehabilitation Act of 1973 (Pfeiffer, 1993). These
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laws are less nondiscriminatory and have multiple objectives as they seek to address
society’ s attitudes and behavior toward the disability community, unhook the notion of
disahility from the medicdized and pathologicd view, and transfer the onus of
respongbility to society instead of blaming the disabled person for higher disghility. In
Mitchell and Synder’s (1997) view, the definition rendered by Section 504 and ADA
rejects the medicaized view or condition. Instead disability “ denotes the socid,
historicd, political, and mythologica coordinates that define disabled people’ (p. 3).

Omansky Gordon and Rosenblum (2001) agree that these laws loosen the ties that
bind disability to the medical model. However, these laws dso assume that disabilities
can be categorized into distinguishable groups. Therefore, the laws are problemétic
because they can not distinguish the difference between the degrees of differences within
disability categories. In this context, the question of how deef is dedf, is of rdevant
concern, if it is categorized as severely hard- of-hearing or moderately deaf. Maone
(1986) discusses the complexity of classfying hearing impairment. Specificaly, there are
approximately six classes of hearing loss designations, most of which are based upon an
individud’s ability to communicate with others. Hoffmeister (1996) concurs, as he notes
that terms associated with hearing impairment have different meanings and connotations
for different people. Therefore, the meanings of the terms disability and imparment are
ambiguous at best.

Issues of minoritization are of critical concern to the disability discourse (Mitchell
& Synder, 1997). American socia mode scholars are in favor of the characterization of
minority status for disability community. Disabled people live with physicd markers as
do women and people of color. However, disabled bodies serve as visua and constant
reminders of abnormdity, which society attitudindly abhors. Mitchel and Synder (1997)
posit that disabled people are firmly ensconced to the “outer margins’ and
smultaneoudy, disempowered and made invisible because of their disabled bodies (p. 6).
This experience is conceptualized as a representational double bind of disability.



Just as other minority groups experience oppression, so do disabled people. The
socia modd enables disahility to be analyzed as aform of socia oppresson (Barnes,
Mercer, & Shakespeare, 1999). With this view, oppression can be examined from an
historical perspective. The socid history of disability shows thet the progression of
oppression that disabled people face pardlds the experiences of women and people of
color. Disabled people have been affixed with labels of eugenic and intellectua
inferiority and confront issues of domination and subordination, as have women and
people of color. Disability scholarship shows that oppression isrooted in hierarchica
socid relations and division. Disabled people have been and continue to be consdered
biologicdly different and inferior. The consderation of biologica difference and
inferiority are the primary sources of oppression for people with disabilities.

The experiences of racia, gender, and disability oppressons are viewed
conceptually as different types of oppression. People with disabilities are oppressed
because the disabled body can not “conform to anon-disabled ided” (Barnes, Mercer, &
Shakespeare, 1999, p. 79). In other words, race and gender are not seen as functionaly
problematic and limiting, wheress the disabled body is characterized as such. Branfield
(1999) humanizes this point by asserting that oppresson can come in many forms. She
assartsthat alook, glance, or bodily reaction can be an exercise of oppresson. Zola
(1993) adds that even the notion of sexuaity can be an area of oppression. Marks (1999)
conceptudized oppression asinternalized pain. Internaized pain is understood as
experiences so painful that disabled people are unaware of its existence. She contends
that internalized pain can be induced by medicd, culturad, and socid oppressive
practices. Medical oppression is understood as those practices perpetrated against
disabled people (i.e., sterilization or assisted suicide). Cultural oppression is represented
as dominant discourse and practices that “consstently devaue the lives of people with
[disabilities]” (Marks, 1999, p. 616).
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Language is congtantly evolving to accommodate contemporary times. Just as
language changes over time, so, too, does the discourse of oppression of disabled people.
The discourse adjugts in order to avoid offending, using, or being associated with
meanings that lack emotional recognition of disabled people. Oppression of disabled
peopleis cyclica and leadsto “emationd invaidation” which leads back to socid
oppression (Marks, 1999, p. 619). Socia oppression is understood as uNconscious
practices of denying disabled people a sense of entitlement to their emotions and fedings
(i.e., resentment, rage, and low-self esteem, etc.), towards the way they are treated by a
non-disabled society.

Scholarly critique shows that the notion of disability has not been interrogated
within the same context as race, gender, and class (Alston, Bell, & Feig-Price, 1996;
Barnes, Mercer, & Shakespeare, 1999; Mitchell & Synder, 1997; Vernon, 1999).
Concerns specific to intersectionality of gender and disability or race and disability
remain under-developed. Disability feminists have only recently begun to interrogate the
oppositiona conflict that disabled women face. Barnes, Mercer, and Shakespeare (1999)
cite the works of Michelle Fine and Adrienne Asch, who elucidate issues of “double
disadvantage” (Barnes, Mercer, & Shakespeare, 1999, p. 87). They explain that disabled
women experience socid oppresson and physicd sigmafar more intensely than do
disabled men. While Barnes, Mercer, and Shakespeare (1999) discuss briefly disabled
women'’ s issues, matters concerning disabled men, and those of disabled men of color are
not included.

Theoreticd discussions focusing on race, ethnicity, and disability (either as
Separate categories or intersected relationa markers) are in their embryonic stages of
development. Furthermore, the lived experiences of double or “smultaneous
oppressons’ (Vernon, 1999, p. 387) that Black disabled people face has not been
criticaly interrogated, thoroughly documented, nor theoretically deconstructed.

Simultaneous oppression is understood as experience with two or more systems of



domination, marginaization, racism, and disablism. Black disabled people are confronted
with the same socio-politica experiences as Black Americans, but their encounters are
intendfied as aresult of systemic and indtitutiona racism and disablism (Vernon, 1999).
Black disabled people are viewed as different and outsiders by nondisabled Black
people, margindized by nondisabled White people, and misunderstood by disabled and
Deaf communities (Vaentine, 1996). Thus, Black disabled peopl€e s experiences can be
best understood, as living and negotiating within and between multiple oppressons.
Multiple oppression is referred to as, the “effect of being attributed severd stigmatised
identities [which] are often ...exacerbated. ..[and] experienced smultaneoudy and
singularly depending on the context (Vernon, 1999, p. 395).

Algton, Bdll, and Feigt-Price' s (1996) critique of race identities shows how
disabled and non-disabled Black people are categorized without regard to the
“psychosocid impact that living with a disability can have on anindividud” (p. 12).

They continue to argue that race and disability are “inseparable parts of African
American identity” and are the filters with which they interpret ther living experiences
(p. 13).

The combined affect of aging and disability has aso gone unexamined and
uninterrogated. Zola (1993) contends that there is *less gppreciation of the interplay than
in society’ s interpretation of the relationship between aging and disability” (p. 26). She
posits that thisis a critical area of concern because of the graying of our society. As
people age, the prevalence of disability increases. Y et, our society has made little or no
effort to address or make available resources for them (i.e,, retrofitting homes).

In summary, discussions on and about disability show thet it is being socidly
constructed and reconstructed as voice discourse integrates with critical and theoretical
scholarship. These discussons dso show that there is an academic struggle for defining
disability in the face of normacy and ableism. Ultimately, the discussions are about



socid struggle as disabled people wrestle with constructing a space and place for
themsdlves.
People who are Deaf or Hard-of-Hearing
Deafness scholarship produced in the United Kingdom shows that the level of

contestation is conceptualized at a more broader level, and reflects postmodernist
undertones that ideologically interrogate the structurd inequities that minority Desef and
hard-of-hearing people face (Taylor, 1999). While there are distinguishable differences
between the American and British schools of thought on disability scholarship, a
digtinction on deafness scholarship has not been conceptuaized. However, to the most
casud observer, it can be seen that British deafness scholars refer more explicitly to
American deafness scholarship (Taylor, 1999). Y e, the focusin the United Statesis not
reciprocated.

Deafness education scholarship in the United States is conceptualized into two
paradigms — one focusing within a cognitive and linguistic paradigm (Hoffmeister, 1996)
and the other, linguistic minority paradigm. Padden (1989) and Wilcox (1989) explan
that the linguigtic minority paradigm promotes Deef identity and/or deafness as asocid
phenomenon. Secondly, American deafness scholarship does not thematicaly reflect an
empowerment discourse for minority Deaf or hard- of-hearing people. Findly, the
gructura inequities that minority Deaf or hard- of- hearing people face remain under-
interrogated.

It is estimated that nearly 22 to 28 million people do not have the ability to hear

the spoken word. Of this number, gpproximatdy two million African Americans are

diagnosed as being Deaf or hard-of-hearing (Vaentine, 1996; Vernon & Andrews, 1990).

Because of their hearing loss, Vernon and Andrews (1990) assert that Deaf and hard-of-
hearing people are confronted, on adally bads, with a multiplicity of socio-culturd and
political issues. These issues range from accessibility and control over the transmission of

language (e.g., American Sign Language vs. Manud Coded English (Padden, 1989;
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Stewart, 1993); isolation, lack of educationa opportunities, unemployment and
underemployment (Davilla, 1992; Vernon & Andrews, 1990); lack of Desf role moddls
and mentors (Davilla, 1992); lack of access of medical and other supportive services
(Harris & Vanzandt, 1997; Meadows-Orlans, et d., 1997); discrimination based upon
race and disability (Hairston & Smith, 1983; Vernon & Andrews, 1990); language vs.
literacy (Hall, 1989); controversd technological inventions (Tucker, 1993); and oralism
vs. manua communication (Biehl, 1992; Goldberg, 1995; Harris & Vanzandt, 1997).

The Deaf community is an indusive community with individuas who support and
advocate the use of American Sign Language— ASL (Kannapell, 1989; Padden, 1989).
Individuds diagnosed with a hearing loss, but who dso have resdud hearing and
understandable speech, are often found to promote and support the Deaf community.
Persons (Desaf, hard- of-hearing, and hearing) found to support the Deef culture are
considered as members of the community because they promote politica and socid
involvement with deafness organization, but more importantly advocate ASL asa
language (Dolnick, 1993; Harris & Vanzandt, 1997; Padden, 1989).

Discussons pertaining to individuals who are desf or hard-of- hearing, but who
depend more on their lip and speech reading skills, are consdered hearing impaired.
These individuals do not advocate the use of, nor support the promotion of ASL asa
language, nor any other manual communication system (Scheetz, 1993). Deafness
literature shows that Deaf people view this group of hearing-impaired people as culturaly
‘hearing’. Culturaly hearing people tend to identify more with the hearing community
and its cultural norms and behavior patterns (Trychin, 1991). Ogbu’'s (1999) description
of Dell Hymes work on communication and speech can be used to inform our
undergtanding toward the meaning of ‘hearing culture . He citesthat a* speech
community is a population that shares both a common language or linguistic codes and a
common theory of speaking” (Ogbu, 1999, p. 150). Thus, a hearing individua has an



aurd ability to understand vocabulary, grammar, phonetics, and the rules of engagement
for speaking (Hogan, 1999).

A hearing individud is socidized to hisher culture from an aurd and ord
modality (Ogbu, 1999). Hogan (1999) agrees as he posits “[t]he privileged nature of
hearing culture is not brought into question” (p. 84). It isimportant to emphasize these
points because they show how audism (Davis, 1995; Jankowski, 1997; Lane, 1993)
shapes the hearing congtruction of the knowledge and learning acquisition. For the
purpose of this study, a hearing congtruction of knowledge and learning acquisition is
operationdly defined as the linkage between the &bility to use the dominant modadlity of
communication, which is the gpoken language, to the processing of what we auraly
(deliberately or tacitly) receive.

Critical theorists Apple (1986), McLaren (1998), and Giroux (1983) agree that
our schools mirror and perpetuate our society’s hierarchica cultural class structure. They
maintain that this dominance of culturd class Sructure is transmitted through teeching
practices, pedagogica practices, and the schooling curriculum. Socia and cultura
reproduction theorists, Bourdieu (1976) and Berngtein (1976) contend that learners
identities are shaped by the interndization of their schooling experiences, then reinforced
in society. Bowles and Gintis (1976) and Giroux (1983) posit that our society’s
capitdidic view (i.e., an economic mode) socidizes subordinate groups by gaining their
consent through hegemonic practices that indoctrinates and reinforces class status and
hierarchica pogtioning. An important connection can be made between the arguments of
these theorists and audism. Our schools have been theorized as cultura Sites that mirror
the larger society; which in this case, is predominantly heering. Therefore, it can be
safey argued that our schools will aso operate from a hearing cultura paradigm. Thus, it
can be assumed that instructiona and pedagogica practices are dso based upon a hearing

construct.



Our higher learning indtitutions rely heavily upon the printed English language in
learning and knowledge acquigtion. In other words, knowledge is embedded within the
printed text. Deafness literature (specificaly that of specid education) shows that Deef
learners do not developmentaly share the same reading and comprehension levels as
their hearing peers. Furthermore, Deaf |earners experience incrementa reading progress
a an annud rate of 0.3 grade level per year, then leved off or plateau at either athird or
fourth grade reading leve (Paul, 1998; Schirmer, 2001). The intricacies and complexities
of teaching English, reading, and writing skills to Desaf and hard-of-hearing Sudentsis
beyond the scope of this study. But it isimportant to discuss three key concernswith
respect to ng embedded knowledge within the printed text.

Paul (1998) shows that the mechanics of reading involves bility to print
and it isatime sengtive process. He explained that accessibility to the printed text
involvesthe ability to decode and/or decipher the printed text. To decode or decipher the
printed text, Deaf learners must be able to cognitively conceptudize the printed word and
connect it to the idea most usudly associated with the conversationd form of the word
(i.e., 9ght vocabulary). In other words, decoding requires moving the printed word “from
the page to the reader’ s head” (Paul, 1998, p. 199).

Meaning making between the beginning and ending, and the connections and
relationships between complex sentences and/or paragraph structures, are made difficult
as Deaf readers work to deconstruct, decode, and/or recode them. Schirmer (2001)
illustrates the complexity of the reading process for Deaf readers. She contends that Deaf
readers require prior world knowledge and experience, have complex understanding of
vocabulary usage, be skilled in sght vocabulary (i.e,, familiarity with and recognition of
wordsin print), and have sentence structure understanding (including smple to complex
dructures). Lane, Hoffmeister, and Bahan (1996) state Deaf and hard- of- hearing readers
need background knowledge in order to “create accurate expectancies and hypotheses
about the meanings of texts’ (p. 280). This Stuation is made more complicated at dl
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levels of our educationd indtitutions as hearing teachers and educators strive to teach
written English and reading to learners who can not hear the spoken language. Hearing
teachers who have not recelved speciadized training in teaching learners who do not hear
are aso unable to explain and/or teach reading, writing, and printed text English to
learners who can not hear or speak the language (Lane, Hoffmeister, & Bahan, 1996;
Livingston, 1997). Furthermore, content, methods, and strategies used to teach and
correct hearing students are also used to ingtruct Deaf and hard-of- hearing learners who
have not mastered the skills necessary for decoding and recording the structure of printed
text.

Deafness theorists argue that learners who do not hear do not share the dominant
communicetion for language moddity and that their learning and knowledge acquisition
require a different set of skillsfor cognitive processing (Paul, 1998; Scheetz, 1993). They
must rely on their visua receptivity skillsin order to receive and encode information.
Consequently, Deaf and hard-of-hearing learners are oppositiondly placed within a
learning environment predicated by a hearing congiruct.

Lane, Hoffmelser, and Bahan (1996) and Lane (1993) argue that our schools
operate with an audist paradigm. Lane (1993) who borrowed the term audism from an
American deaf educator, Tom Humphries, explainsthat it is the “ hearing way of
dominating, restructuring, and exercising authority over the deaf community” (p. 43).
Control is benignly manufactured and ascribed by hearing people as they make and issue
statements that describe Deaf people; the manner in which hearing people direct and
teach Desf people; by the process involved in making, governing, and authorizing Desf
people on how to live and direct their lives (Lane, 1993). Hogan (1999) concurs and
represents audism as the “very taken-for-granted experiences of communicating verbdly
on adally bassthat creates an experience of margindity” (p. 89). Heillustrates the
persond affect of audism on the lives of Deef or hard-of- hearing people. He states that
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the very taken-for-granted assumptions have been a* source of chaos and trouble” for
deaf people (p. 89).

A review of the socio-culturd history between the educationd environment and
deef learners shows that the culturd relationship between these two entities has been and
continues to be incompatible. The incompatible relationship between Desf learners and
the educationd environment is caused by conflictual communication modalities (Gannon,
1981; Paul, 1998; Scheetz, 1993). The incompatible relationship and
communication/language moddity that Deaf |earners experience within the educationd
context are the same factors that confront adult Black Deef or hard- of-hearing adult mae
learners.

Higtoricdly, the opposition that Deaf and hard-of- hearing learners face within the
learning context dates back to over one hundred years (Gannon, 1981). Y et, areview of
contemporary deafness literature shows that schools educating Deaf and hard- of-hearing
learners remain Sites of ideological contestation of multiple dimensions (Jones, Atkins, &
Ahmad, 2001; Moores, 1990; Parasnis, 1997; Prosser, 1993; Smith & Campbell, 1997,
Taylor, 1999). The discursive nature of these contestable debates swirl around the notion
of vaidity of desf identity (Bat-Chava, 2000; Glickman & Carey, 1993; Leigh, et.al.
1998; Parasnis, 1997) and/or Deef culture (Bat-Chava, 2000; Lane, 1993), debates over
access and control to language and communication modalities (Burch, 2001; Lane, 1993,
Moores, 1990), who should control the teaching process of Deaf and hard- of- hearing
learners (Burch, 2001; Lane, 1993; Mudgett-DeCaro & Hurwitz, 1997; Pittman &
Huefner, 2001), and/or whét is the best or most effective method in teaching learners who
do not hear (Burch, 2001; Meadow-Orlan & Mertens, et d., 1997; Pittman & Huefner,
2001; Tomlinson-Keasey & Smith-Winberry, 1990). However, issues deconstructing and
andyzing the affect of the intersectiondity (Kluwin, 1994; Natapoff, 1995) gender
(Burch, 2001), class (Meadow-Orlan & Mertens, et d., 1997), and race, (Andrews &
Martin, 1998; Kluwin, 1994; Meadow-Orlan & Mertens, et al., 1997; Mudgett-DeCaro &



Hurwitz, 1997; Natapoff, 1995; Parasnis, 1997), and scholarly and empirical research has

only begun to scratch the surface.

Part Three
Race and Adult Education

The fied of adult education operates with a single-minded logic that presumes
thet its learning population is able-body, hearing, predominately White, and middle to
upper class. Evidence supporting this argument is seen through the body of literature,
empirica research, and scholarship. Briscoe and Ross (1989) examined the socio-culturd
and poalitica reasons that explained why minority learners do not participate in formd
learning activities. They found thet literature produced on and about minority learnersis
written rether topicaly, while emphasisis more focused on “rising demands of alargdy
wedll-educated white middle class population” (p. 592). Ross-Gordon (1991) concluded
gmilarly from her review on the scholarly research on and about adult education that
learners of different racid groups were not significantly discussed. Merriam and
Brockett (1997) wrote that the experiences and knowledge “that counted most - those that
found their way into histories and theories - were those of middle-classwhite maes’ (p.
240). Their discussion acknowledges and supports Ross-Gordon’ s (1991) work and
others that different and aternative knowledge production for the adult educationd field
has been controlled by individuas who do not share nor reflect the views of diverse
minority learners. However, in reviewing Merriam and Brockett’s (1997) discussion
regarding the unacknowledged populations of learners, the learning needs of learnerswho
are disabled, Desf, or hard-of-hearing have been subsumed to the point of invighility.

McCarthy’s (1993, 1990) theory on the effect of mainstream academy on the
shaping of intellectud inquiry darifies the above critique. He conceptudized maingtream
theory as away of understanding and andyzing the interna structure of the educationd
process. He argued that mainstream theory shapes and influences knowledge
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construction, pedagogical discourse, and teaching practices for classroom instruction. His
discusson shows that mainstream academies continue to rely and build upon theories that
amultaneoudy promote an eugenic view of African Americans aslearners while
promoting dominant white cultural values. However operating implicitly beneeth his
argument is areductiondigtic view about learners. His argument (dlong with other
scholars and theorists who support his viewpoint) categorizes learners into two groups —
that being racial and gender.

McCarthy’s (1993, 1990) argument isimplicitly framed within an ableist and
audist paradigm. While he makes a subgtantive point about racia learners, his argument
excludes minority learners who are disabled or in this case, Dedf or hard-of-hearing. His
argument does not account for how disabled or Deaf or hard- of-hearing minority people
are yet another group of margindized learners within the educationa context. As such,
histheory is structuraly incomplete, snce it does not examine how an ableist and audist
learning environment compromises and/or holds hostage the learning experiences of
disabled or Deef or hard-of-hearing minority learners.

Flannery’s (1994) discussion on the culture of implicit and explicit racism and
sexigm fits neatly into the conflict theory posited by Rubenson (1989) which
conceptualizes issues of socid inequdity, competing interests, subordination, and
domination. Flannery (1994) aso posits that the field of education, specificaly adult
educetion, is girded by a paradigm that reflects the dominance of white mae scholars.
Their physica presence continues to perpetuate and fuel universdity of knowledge
congtruction and development (Johnson-Bailey, Tisdell, & Cervero, 1994). Universa
knowledge spesks to a truth emerging from a single dominant group thet is consdered
representative of dl individuds. It ignores the redlities of other groups of people who do
not and will not share these experiences (Flannery, 1994). Universa knowledge silences
the voices of these groups and makes them invisible and nort exigtent in the congtruction

of truth (Flannery, 1994; Merriam & Brockett, 1997). The field's persstent underlying
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reliance on universaity knowledge congiruction contradicts the philosophical mission
and purpose of adult education, which is to promote societd advancement, intdllect,
persond growth, and societal change (Darkenwad & Merriam, 1982). The combined
argument and effort of these scholars to decongtruct the applicability of the theoretica
notion of universal knowledge to dl learners opens the door to connect it to exploring
knowledge of a disabled and visudly linguidticaly diverse population of learners.

Omi and Winant (1994) have argued that the axis of our society is fundamentally
enacted upon by race. Their theory about race has relevance to Reubenson’s (1989)
argument that the role of adult education is shaped and influenced more by the demands
of our competitive society than the production of socid programs designed to address the
sructura inequities embedded in our society. Furthermore, Johnson-Bailey and Cervero
(2001) show that race continues to operate invishbly in thefied of adult education. The
futurigtic glimpses rendered by Briscoe and Ross (1989) shows that the Structurd,
economic, and inditutiona inequities that minority adult learners have faced remains
unchanged. The importance of these socio-cultura and political issues can not be
understated because they are inextricably connected to the learning needs of minority
learners who are disabled and/or Deaf or hard-of-hearing. Y et, the body of adult
educetion literature reflecting this population of learners remains narrowly examined
(Klugerman, 1989).

African American Adult Learners

Our society vaues the attainment of quadity education, and upward economic
mobility and socia status are externd indicators of educationa success. However, unlike
White Americans, Black Americans (as a collective) have not been able to achieve the
same leve of economic success and socid Satus, due largely to inequitable educationa
opportunities. Higtoricd literature shows that Black Americans experienced patterns of
legdly sanctioned discriminatory actions and practices that prevented them from
acquiring quaity education. The literature aso shows that their experiences with
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inequitable education are unshared by other groups (i.e., American women, other
minorities, rurd or Appaachians dwellers, etc.) (Harley, 1995; Peterson, 1999; Sheared,
1999). Y e, despite the historica patterns of educationd inequities, racism, and
discriminatory practices, Black Americans are gill expected to adhere to the cultura
vaues espoused by the dominant mgjority and mainstream culture (Gordon, 1993;
Peterson, 1999).

Guy (1999) makes a digtinction between mainstream and dominant culture. This
isimportant to note because the two concepts are often used interchangeably but often to
have smilar meanings. He notes that the usage of dominant culture embeds a reference of
apower component, which connects the interlocking factors of oppression,
discrimination, and excluson. However, mainstream culture can be understood most
readily from a sociocultura and socio-economic perspective. Maingtream cultureis an
indication of values associated with middle class America. He pursuesthisvein of
thought by ddineating espoused vaues inherent of middle class America as those “ set of
idess that form the core of American. ..culture such asindividuaism, freedom, toleration
and nonconformity, materidism, and Chrigianity” (p. 11). The distinction with which
one can draw from his discussion between mainstream and dominant culture can be
determined as to who has the power, resources, and collective will to oppress,
discriminate, and exclude others based upon who does not fit the reigning cultura
perspective.

Many Black Americans share the middle class culture of America, but they are
gtill subjected to the structurd inequities created by the dominant culture (as are other
Blacks of different socioeconomic status). As aresult of their shared experiences, Black
Americans response, whether it isin the educationa or employment arena, has been to
develop acollective socid identity that enables them to confront and survive the
continued ondaught of racid, economic, and educationa discrimination (Ogbu, 1993,

1995). This collective socid identity has produced a cultura frame of reference from



which Black Americansinterpret their experiences with respect to educationd and
economic attainment. Taylor (1999) asserts that the collective identity has a historica

base, which is congtructed around the understanding of interaction between different
groups over an extended period of time. Ogbu (1993, 1995) asserts that Black Americans
developed their collective identity as a resistance strategy, againgt conforming to the
dominant mgjority culturd ideology.

Guy (1999) however, contends that it is because of the direct and continued cycle
of oppression, higtorica discrimination, and exclusion that caused Black Americansto
develop asocid collective identity thet is different from thet of the members of the
dominant mgority culture. Both Guy (1999) and Ogbu (1993, 1995) agree that these
issues have been causd to the development of Black Americans socid collective
identity. Their combined argument dso implies that the notion of a“*mdting pot’ isa
facade. Black Americans have long recognized that their espoused cultural values have
been and continue to be rejected by members of the dominant culture. In response to that
rejection, they developed a collective socid identity, which has shaped and constructed
their cultura interpretation of the dominant mgority’ s espoused values and standards.
The difference in cultura interpretation of vaues and collective identity between Black
Americans and the dominant mgority foregrounds a pattern of mismatch within the
educational context.

Ladson-Billings (1992) contends that the cultural mismatch between Black
learners and the educationa environment is caused by the manifestation of intersecting
and overlapping sociopolitica factors. These factors are acombination of asymmetrica
power relations, which are reproduced over time, western ideology, privileging of certain
learning styles over others, double standards for certain diverse learners, and negative and
stereotypica teacher/personnd attitudes towards Black learners. She further maintains
that our educationa system operates with an assmilationlist view and as such, does not

empower itslearners. In her view, African American learners are taught (and are
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expected to learn) how to conform and adapt, but smultaneoudy slenced in the face of
the dominant culture' s sructura inequities.

Bell (1994), Hilliard (1992), and Banks (1996) extend Ladson-Billings (1992)
discussion. Specificdly, they argue that our educationa system mirrors the dominant
culture' s espoused values and standards, and these schools promote and promulgate a
western ideology toward its learners. Bell (1994) conceptudized her discusson by
exploring the western ideology from a European and Africentric worldview orientation.
She denotes the linear and andytica approach to learning that is highly indicative of a
Eurocentric gpproach for learning. Hilliard (1992), an avid proponent of the inclusion of
an Africentric content within the educationa curriculum, denotes the difference of
vauing white American learners learning syles, while smultaneoudy devauing
minority preferences by teaching to the cognitive process of members of the dominant
majority. He posits that the design of the curriculum privileges specific learning styles
over others. Banks (1986) provides acritique and overview of the historica evolution of
our education system. Of particular note, he detailed the evolution of the assmilationlist
paradigm, upon which the educationa processis based.

The above thematic discusson is reflected in the scholarly writings of educators
interested in understanding adult African American learners. Colin (1994) argues our
schools and universities continue to support and valorize an Eurocentric educationa
paradigm that “physcaly and cognitively locks’ (p. 59) out African American learners.
While this argument is hardly new for other scholars (Asante, 1991; Bell, 1994; Hilliard,
1992), it nevertheless shows that it is a concern that affects the educational context for
African Americans regardless of age, socioeconomic status, class, and gender.

Peterson (1999) encapsulates the African American educationa experiences from
ahigorica view. Her discussion shows that opposition and struggle define African
Americans educationa experiences. Y, in the face of such opposition, African

Americans continue to pursue and vaue the role of education in their lives. Peterson’s



(1999) discussion revedsthat for many African Americans, education isinextricably
linked to racid and socid justice, survival, emancipation, and economic security. It can
a0 beinferred from her historica andyss, that African Americans gpproach the
learning context differently, due largely in part to discriminatory practices and systemic
racism. Consequently, African Americans experiences have multiple redities not
experienced by other groups of adult learners.

Sheared (1994, 1999) positsthat in order to understand the multiple redlities of
African American learnersis to gpproach it with a polyrhythmic paradigm. Polyrhythmic
is conceptudized as*intersecting redlties’ that operate concurrently or smultaneoudy
(Sheared, 1994, p. 28). She asserts that issues of race, class, and gender predicate
educational experiences of African Americans. However, these experiences are encased
within a socioculturd, political, and hitorical context and as such, are not digtinct from
each other.

The point that can be made with this entire discussion is that the educationa
experiences of African Americans are different to those described within the exiding
adult education literature. In an empirical study conducted about adult learner motivation
and participation, Isaac, Guy, and Vaentine, (2001), found that African Americans not
only vaued education, but they aso pursued learning programs outside of the forma
educationd gructure. In fact, they cited that many African Americans participated in
“churchbase education[d] programs’ (p. 24). Their findings demondrate that African
Americans are engaged in learning opportunities and will often participate for many of
the same reasons as White Americans. But, the authors of this study contend that the
reason that the learning experiences of African Americans are not documented is because
church-base educationa programs are not considered formal learning. This sudy has
atering implications for adult educators whose program practices are grounded in
“motivationa concepts...dominated by White middle-class adults’ (p. 36).
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Black Deaf and hard-of-hearing adult mae learners, Deafness, and Adult Education

Context

Adult education literature does not address issues and problems of learners who
do not hear, and in particular, Black Deaf or hard-of-hearing adult mae learners. Black
Dedf or hard- of-hearing adult maes are interested in participating in educationd and
learning activities, however, they are not profiled as the typica adult learner
characterized in numerous studies on participation (Merriam & Caffarella, 1999).
Connections can be made between Black learners who do not hear attitudes about their
educationa experiences and the Chain of Response (COR) modd of participation and
motivation (Cross, 1981). However, it does not explain how hearing loss and/or
inaccessibility to language and/or teacher’ sinability to teach learners who do not hear
impacts the variables ddineated within this modd . Barriers faced by Black Deaf or hard-
of-hearing adult males do not neetly fit the prescribed recipe of obstacles to participation
(Cross, 1981; Darkenwald & Merriam, 1982; Merriam & Caffardlla, 1999). Thus, the
reason(s) Black Deaf or hard-of-hearing adult males pursue and/or participate within a
learning activity can be hindered or facilitated depending on the above circumstances.

Hiemdira s (1993) discussion on the different theories for adult learning shows
that adults have some degree of control in their participation within educationd activities.
However, Black Deaf and hard-of- hearing adult maes can not rely on having this control
because of the physiologicd barrier to knowledge and information. Adult learning
theories do not account for how participation is affected by their aura/ord barriers
erected by hearing teachers who are gatekeepers to knowledge and information
(Livingston, 1997; Nover, 1995). The uniqueness of the (aural/ord) barrier is not Smply
an obgtacle that is Stuationd, inditutiona, informationd, or psychosocid as Darkenwald
and Merriam, (1982) contend, but rather a power struggle over which language modality
will be used to educate the Deaf (Gannon, 1981; Livingston, 1997; Nover, 1995;
Turkington & Sussman, 1992). Tisddl (1992) and Beauboeuf- L afontant (1999), who
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conceptudize asymmetrica power relations within the educational context, make it
possible to see how the schooling process of Deaf or hard- of-hearing adult African
American maesis compromised and controlled by the dominant hearing culture.

White middle class hearing-fema e teachers have historically dominated the
educationa field (Burch, 2001; Harry & Anderson, 1999). Thus, Black Deaf and hard-of-
hearing males have little opportunity to interact and/or be exposed to mentoring role
models. Additiondly, they have little opportunity to observe and learn from strong
leaders within the Black hearing community because thereislittle interaction between
these two groups of people. Therefore, the skill necessary to transmit critical knowledge,
which is needed for molding and nurturing leaders, goes uncommunicated and/or
unshared. Leadership skills and character building are not developed inside a vacuum, but
are grounded upon cumulative experiences and contact with models and/or examples
with which one can emulate. Darkenwad and Merriam (1982) posit that learning during
childhood and adolescence prepares individuas for their adulthood roles. Pratt (1993)
who grounded the definition of learning upon andragogica principas, dated “learning is
an interactive process of interpretation, integration, and transformation of one's
experientid world” (p. 17). However, much of the experiential knowledge gained during
childhood, adolescence, and adulthood years are grounded on incidental knowledge
acquired through our sensory moddities (Darkenwad & Merriam, 1982; Paul, 1998).
Deaf author, Elizabeth L. Broecker, in her article “Who Speaks for the Deaf Community?
Not Who You Would Think!” (1997) argues that Desaf |eaders should have visible
leadership characterigtics, capable of interacting with a diversity of people, and should
have the ability to influence pubic opinion about deef related issues. Nationdly, thereisa
handful of Black Deaf mae leaders for young Black Deaf of hard-of-hearing maesto
observe and emulate, and, because of communication congtraints, they have few

opportunities to experience incidenta learning from family members.
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Knowles (1978) contends that learner’ s can sdf-direct thair learning and the
learning process itsalf can lead to salf-actualization. He argues that adult learners become
autonomous and liberated learners, emboldened by challenges that lead them to be
responsible for their own development. This argument dso implies that adult learners can
independently pursue individudized learning activities. Our libraries, coffeehouses, and
stores are saturated with books and tapes that promote and encourage learnersto
independently engage in sdf-help and enrichment activities, and developing persona
growth leadership skills. However, Black Deaf or hard-of-hearing adult maes can not
take advantage of this stored knowledge because they can not access nor decode these
motivationd books and tapes. Without the accessibility or ability to independently pursue
and cultivate leadership skills, they can not become the strong role modd they may desire
to be and/or pass on these traits to other Black deaf or hard-of-hearing maes.

Conclusion

The intended purpose of this literature review was to illuminate the absence of
discussion specific to the concerns of Black Deaf or hard-of-hearing adult male learners. |
have shown that despite prolific discussions on and about race, gender, deafness,
disability, and education, the needs of Black Desf or hard-of-hearing adult mde learners
remain beyond the purview of theorists, scholars, and writers. However, a Sgnificant
conclusion that can be drawn at the close of my discussion isthat the experiences of
Black Deaf or hard-of-hearing adult mae learners do not neetly fit any of the prescribed
theories that conceptuaize margindized learners. Williams- Crenshaw's (1995) argument
Substantiates my point. She pointed out that traditiona race theories can not explain
Black women's experiences. | concur with her argument, but extend this thinking to most
theories with respect to the experiences of Black Deaf or hard-of-hearing adult mae
learners. But what makes the experiences of Black Deef or hard- of-hearing adult mae
learners different from those of Black women is the way that race and gender mutualy

recongtructs upon each other when deafness enters into the equation.
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It is clear from my discussion that the positionality of Black Desf or hard-of-
hearing adult mde learnersis fixed as areault of ther interlocking multiple identities
(e.g., their gender and racid dtatus). However, they are positiondized differently from
other margindized groups because of the manner in which their identities and socid
status has been constructed, both historicaly and socidly. As both Wade (1996) and
Cullen (1999) contend, the Black male identity has been forged in the face of higtorical
oppression. Even today, the contemporary Black male identity continues to be socialy
constructed in opposition to that of the White mae gender identity (Ross-Gordon, 1999).
While the experiences of Black Deaf or hard- of- hearing adult mae learners may pardld
those of the hearing Black men, their experiences are made more complicated, due
largely to tacit and explicit practices of audism (Hairston & Smith, 1983; Gannon, 1981;
Moore & Chester, 1997). Thus, the combined net affect perpetuates Black Deaf or hard-
of-hearing adult male learners  continua confrontation with multiple, interlocking, and
smultaneous oppression within and out of the learning context (Vernon, 1999). To date,
adult education theories on and about adult learners are narrowed in their focus, because
they too do not have explanatory powers in conceptualizing the experiences of Black
Dedf or hard-of-hearing adult male learners.

Thereisan implied understanding that Desf or disabled learners can and do attend
educationa programs, and adult educators are encouraged to be attentive to their unique
needs. But because there are no theories that can explain the socio-culturd and politica
redities that Black Deaf or hard- of-hearing adult mae learners face, adult educators are
handicapped in understanding the uniqueness that these learners bring to the learning
context. Consequently, adult educators are ill prepared in developing effective
ingructiond programs that advances the learning experiences of Black Deaf or hard-of-
hearing adult male learners.

With respect to this study, | submit that existing theories on race, gender,
deafness, and disability have limited utility and explanatory powersin conceptudizing
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the experiences of Black Desf or hard-of-hearing adult male learners. | contend that
Black Deef or hard-of-hearing adult male learners’ experiences can best be
conceptudized through the lens of intersectiondity and pogtiondity. | rely upon these
conceptud frameworks because they offer the mogt andyticd flexibility in examining the
articulations of race, gender, and deafness and the way these relaiond markers mutualy
recongtruct upon each other. Furthermore, intersectionality and positiondity can serve as
theoretica lenses with which to examine the risng tensions and oppressions that mediate

out from the braided affect of relationa boundary markers.
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CHAPTER I
METHODOLOGY

The purpose of this study isto understand the learning and schooling experiences
of Black Deaf or hard- of-hearing adult male learners from their perspective (Bogdan &
Biklen, 1998; Merriam, 1998; Merriam & Simpson, 1995; Patton, 1980; Peshkin, 1988).
Foster (1993) recommends a strategic approach for coming to know and for
understanding the perspective of Deaf or hard-of- hearing participants who are being
studied. She argues that hearing researchers who are engaged in deafness research should
adopt the role of alearner and situationdly view a Deaf or hard- of-hearing participant(s)
as the expert, guide, or teacher. In short, Foster (1993) argues for giving ownership to
Deaf and hard- of-hearing participants during the research process.

Thereisaslence in the adult education literature about Black Degf or hard-of-
hearing adult mae learners, and quditative research provides away to get a what is
“unknown, known thinly, known uncertainly, or known wrongly” (Peshkin 1993, p. 23).
Currently what is known about Black Deaf or hard-of-hearing adult mde learnersis yet
unknown in arecorded and documented sense. | want to come to know and understand
the nature of the participants learning and schooling experiences, how they interpret
these experiences, and in what ways have these experiences come to represent who they
are in contemporary times (Bogdan & Biklen, 1998).

Theway | intend to gain an understanding of their learning and schooling
experiences is through the narrative inquiry process. Specificaly, the narrative inquiry
process will alow me to examine, deconstruct, and analyze the emic perspective of how
the positiondity of Black Deaf or hard-of-hearing adult mae learnersiis affected and
shaped by their multiple and intersecting identities within the learning and schooling
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context. Therefore, the following sections textudly illustrate my thinking with respect to
my research design and methodology (Elwood & Martin 2000).
| have developed this discusson into multiple sub-sections. Chapter three starts
with a discussion on my episemologica and theoretica stance about narrative inquiry.
Following this discussion is my subjectivity satement. Although | have integrated my
subjectivity throughout this chapter, | discuss in detall the sociocultura and sociopolitica
factors that motivate and undergird my study. The next item in this chapter ismy
participant selection criteria. Thisis followed by a discusson on how | collected my data
and my views about vaidity. | conclude chapter three with a conversation on data
representation.
Driving the methodologica components, design, and discussion contained in this

chapter are the following research questions.
1. How do Black Deaf or hard-of- hearing adult male learners define their identities?
2. What are the learning and schooling experiences of Black Deaf or hard- of-hearing

adult mae learners?
3. What isthe rdationship between the identities of Black Desf or hard-of- hearing adult

mae learners and their learning and schooling experiences?
4. Inwhat ways doesthis relaionship impact and/or affect thair livesin contemporary

times?

Narretive Inquiry

This study reflects the storied narratives of six Black Deaf or hard- of-hearing
adult mae learners within the learning and schooling context. The narratives thet are
presented in this Study are representative of the participants perspective. Eisner (1997)
posits that stories have features that ingtruct, reved, and inform others about aworld that
has been experienced by an individua or by others. Holland and Kilpatrick (1993) relate
that the “[gtories condtitute the basic structures al persons use to make sense of their

lives’ (on-line). Therefore, | sought to record and document the stories of Black Deaf and



hard-of-hearing adult male learners, as condtituted by their learning and schooling
experiences. These participants stories show that their learning and schooling

experiences were socidly congtructed. The meanings to which these men attached to their
learning and schooling experiences can be derived through narratives. Narratives,
according to Richardson (1997) are the means by which people can “link events’, and, as
aresult produce meaning (p. 27). Narratives dlows the causal to be attended to and it
addresses the * question of why in a story something happen|ed] because of something
else. The connections between events congtitute meaning” (Richardson, 1997, p. 28),
within agory.

The existing Deaf stories (Gannon, 1981) do not represent those of Black Deef or
hard- of-hearing adult male learners. | believe that Black Deaf or hard-of- hearing adult
male learners have stories (i.e., narratives) to tell, which should be recorded and
heurigtically examined. Smeyers and Verhesschen (2001) explain that storied narratives
are alinguigtic form that reveds the complexities of human action and its
interrelationships with “chance happenings...and the environmenta context” (p. 77).
Smeyers and Verhesschen refer to Polkinghorne's (1995) definition and explain that
narraive inquiry isa “particular type of discourse, the story, not Smply to any prosaic
discourse” (p. 77). In other words, it thematically strings together events, happenings, and
actions for understanding human actions and behavior.

Smeyers and Verhesschen (2001) note that narrative inquiry is a conceptua
umbrelathat covers two cognitive gpproaches to understanding the role of narrativesin
qualitative research. They conceptualize these differences as paradigmatic cognition and
narrtive cognition. Paradigmatic cognition is commonly referred to as analys's of
narratives, whereas narrative cognition is understood as narrative andysis. The difference
between these two cognitive gpproaches can be seen in the roles they play in the inquiry
process, their underlining objectives, and the resulting outcomes. Paradigmatic cognition
functions as alogica approach to prove or disprove a correspondence of truth between
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events and narrated experiences. In contrast to paradigmeatic cognition, narrative
cognition functions more as away to understand the meaning of experiences within
narratives (Polkinghorne, 1988).

Narrative andyssis interested in the human act, more specificaly, the
peculiarities of the interaction between the individua (s) being studied and the
environment. Knowledge is stored or embedded within the stories. Datais not limited to a
sngle linguigtic form, but can come from any number of sources (Conndly & Clandinin,
1990; Marshal & Rossman, 1999). There is an intimate interplay between the researcher
and participants who are being studied which shape the resulting congtruction of the
stories that have been told. The resulting product is the outcome of stored and/or
embedded knowledge that has been transformed within atextualy written format and
conveyed to a public domain.

Andysis of narratives looks at commondities found in different experiences,
actions, occurrences, and phenomenon. Unlike narrative analys's, where knowledge is
found within the sories itsdlf, knowledge is formed as aresult of analyzing the
connections, differences, amilarities, and relationship(s) between the different
experiences, actions, occurrences, and phenomenon. Smeyers and Verhesschen (2001)
date that inherent to analysis of narratives, “knowledge is stored in the conceptud
framework” (p. 76). It does not seek to identify an episode where an action occurred, but
rather itsaim is to show the smilarities between “remembered episode]]” (Smeyers &
Verhesschen, p. 76).

This sudy is scaffolded upon narrétive analys's as a methodological construct. Its
centra tenet of narrative analyssis to dlow aforum for narrators, whose voices often go
unheard or have been, silenced (Conndly & Clandinin, 1990; Riessman, 1993; Smeyers
& Verhesschen, 2001). Narrative andyss “studfieq ... the way humans experience the
world” and the “quality of these experiences’ provides an avenue for researchersto

understand the logic that links the way an experience is narrated by the orator (Connelly
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& Clandinin, p. 2). Narratives are considered more credible when participants are
alowed to narrate and attend to their own experiences. Riessman (1993) explains that the
way agorytdler represents, attends, and tells an experienceisindicative of the way
he/she records and interprets the events in hisher life.

Fundamentdly, narratives provide aforum for the telling of stories about the lived
experiences of the narrator within asocia context. It places the narrator at the center of
the telling and not the socia context, which only serves as the contextua background to
the story. When provided the venue to telling stories, the narrator lives, tdls, re-lives, and
re-tellsthe story (Riessman, 1993). Marshdl and Rossman (1999) illugtrate thet life
histories capture the linkage of evolving culturd patterns and an individud’ slife asit
grows, evolves, develops, and matures during the course of time. They go on to say that
life higtories place the emphasis on the experiences of an individua within society and
how society copes with that individud. Although this study is bounded to the educationa
context, the definition of life higtory is gpplicable in the examination of the participants
fedlings and perspectives about their learning and schooling experiences. With this
premise, | divided the Black Degf or hard- of-hearing adult male participants school
histories (i.e., stories) into three descriptive categories of their experiences. These
categories reflect the participants early, learning and schooling, and adult years, which
were then blended into a descriptive portrait (Wolcott, 1999).

Narrative inquiry has ontologica, epistemological, and theoretica benefits that
cut across disciplines. Pugh (1998) discovered in her case study research and counsgling
practice that narrative analys's has transformative qualities. Holland and Kilpatrick
(1993) examined its meaning making properties within amulticultura socid work
context. In astudy of re-entry Black women, JohnsonBailey (1999) included her own
persond stories within the narrative research as she examined issues of race, class,
gender, educetion, and color. The uniqueness of her study illustrates thet aresearcher’s

persona story including those of her participants can be an integrd part of the narrative



anaysis process. Williams (2000) discovered in her medical research that people who
lived with chronic illness and/or diseases, would, through narrétives, tell tales of ther
sruggles. The stories reflected the way her patients would try to make sense of their
illness and its connection to their lives, their disease, and the wider universe. She redized
that their stories had plots, themes, and dramatic events, and shefheroic actions
(Riessman, 1993). The meaning of these stories gave legitimacy to her patients
experiences of pain, persond loss, and heding.

Goodfellow (2000) who used narrative inquiry in an earlier sSudy was able to
return to the process as an exercise to reconstruct the “interpretation of incidents and
descriptions’ of a participant’ s story (p. 26). She purposaly sought to revist her textsin
order to gain new insights, meanings, and understandings, which would better enable her
practice as an educator of a pre-service education teacher program. Examples citing the
utility of narrative inquiry are exhaudtive, but the centra point to be made here, isthat
narrative analysis hasideologicd, practical, and pragmatic purposes. They aso show that
narrative analys's can be used as an andyticd tool to gain understanding of the inner
workings of human actions and behavior.

Philosophicdlly, | chose narrative analysis because | saw it as being inherent to
the purpose of my study, and | believed it would benefit deafness research. Much of
deafness research is concerned with the structura properties of the visud language within
acognitive context (e.g., language development or language and learning, etc.) (Martin,
1987). Hearing researchers often focus their investigative research on how to make
ord/aurd structures and properties of spoken English accessible to visudly linguigtic
sgners of American Sign Language (ASL). In the pursuit of their persond and/or
political interests, these researchersfall to note the stories, which have been muted in the
process. This research study is a departure from many of the contemporary deafness
inquiries. This study is not concerned with vaidating the structure of the ASL language
nor its grammeatica properties and/or lexicon, because it is assumed to be dready vaid
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(Hall, 1989; Lucas, 1995; Maher, 1996; Padden, 1989; Wilcox, 1989). It isinstead,

intensdly interested in the lived experiences embedded within the narratives of Black

Desdf or hard- of-hearing adult mae learners (Smeyers & Verhesschen, 2001).
Subjectivity Statement

Peshkin (1988) explainsthat a quditative researcher’ sworldview is shaped by
societdl and humanigtic contacts, and it comesto bear during any given study. Materud
(2001) contends that researchers bring to their study preconceived notions and beliefs.
She holds that researchers “prestudy beliefs’ the reationship and interaction between the
object of ther investigation and their persond, professiond, and scholarly involvement
predicate (p. 484). She favors the notion that researchers should reved their subjectivity
and puts forth that when subjectivity is open for examination, [b]iases, are “thus
accounted for, though not diminated” (p. 484).

The following examples demondtrate the utility of acknowledging subjectivity.
They aso show how subjectivity can affect change, such as within business practices,
governmentd policies, and/or raise the level of one's consciousness. Lather and Smithies
(1997) reflectively integrated and included subjectivity into their provocative study about
support groups for women diagnosed with HIV. Their subjectivity evolved into
researchers notes and, subsequently produced empirica data that raised the level of
one' s underganding of what it meansto live with aHIV diagnoss, and/or die with AIDS,

Erickson’s (1976) subjectivity was activated as he investigated the disastrous
effect of the 1972 Buffalo Creek flood on asmall Appaachian cod-mining community in
West Virginia. As a sociologist trained to be objective during the course of astudy, he
made a conscious decigon to make visble his subjectivity. The resulting affect was a
study that istimelessinitsleve of authenticity, credibility, and believability. Reeders are
able to re-experience the disaster in narrated vignettes by the people who survive the
flood. Furthermore, Erickson’s subjectivity lends itsdf to making meaning out of the

experiences embedded within the mini-stories told by these survivors of the flood.
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The above discussion is significant because it shows that aresearcher’s
subjectivity can be activated throughout the course of a study. Furthermore, the above
conversation shows that a researcher’ s subjectivity can be relied upon as an investigative
tool. Therefore, | acknowledge my subjectivity and argue that it will enable meto
internaly examine the implication of my practice as a researcher, the politica neture of
my inquiry, and what it meansto look insde of the world of the Black Deaf and hard-of-
hearing men who participated in this study (Lather, 1993). Therefore, | acknowledge my
subjectivity and its utility with repect to data andysis, interpretation, and representation.
In addition to the above statement, | believe that my subjectivity can be used to inform
readers asto the direction and outcome of my study; contextudize their biases, and
thereby increase the integrity of my research.

As| reflect upon my persond and professond involvement in deafness, | can see
that my pre-exigting beliefs about Deaf people and their culture, hence, my subjectivity,
evolved over a period of fifteen years. | have come to support and advocate American
Sign Language (ASL), the Deaf community’s core vaues and bdliefs, and various
deafness political agenda. While | actively promote the three components that
characterize Dedf culture, | am not considered a member of the core Deaf community. |
recognize, accept, and understand that it is because of my hearing status, that | am not
fully accepted within the Deaf community by core Deaf members. However, my close
association with Deef friends and my professiond work in the field has afforded me
opportunities to observe and experience circumstances unique to deafness, but yet,
perplexing to hearing people. One such observation is the dominance of hearing,
educated, White, middle-class femaesin the Deaf educationd field. The paradox for me
inthissensg, isthat | was formaly introduced to deafness by a hearing, White, educated,
middle-class femde within ardigious setting. Little did | redize a the time, that her

presence in deafness represented the norm as to who directs, shapes, and influences the
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educationd process of Dedf learners (Burch, 2001; Luckner, 1991; McCall, 1995;
Moulton, Roth, & Tao, 1987).

Throughout my career in deafness, | have attended and/or participated in many
meetings, programs, and activities, where | am the only individua of color whether
hearing or Dedf. | find mysdf questioning the solitariness of my minority presence and
wondered with acritical mind if my hearing peers and colleagues are as conscious of this
fact as| am. In many ingtances, it gppears that the absence of representation of Desf or
hard- of-hearing professonals of color goes, more often than not, unnoticed. | wonder if
more Deaf or hard-of-hearing people of color would be in attendance a these meetings, if
they had had unrestricted access to their education. | am uncertain asto the answer, given
that so few hearing minority desfness professonas are invited to atend these mestings.

| am acutely aware of the difference | bring to the professona field of deafness.
But, I an not immune to the redlity that despite my race and working class background,
that 1, too, occupy aplace of privilege. | am privileged because of my hearing Satus; and,
it is because of my ahility to hear, that | am able to take advantage of aurdly transmitted
(both tacit and incidentd) information. My ability to hear has enabled me to capitaize on
knowledge and information that has facilitated my professond development and growth
in desfness. Thisisaredity and privilege that Black Deaf or hard- of- hearing adult mde
learners can not experience or share.

Duncan (2000) put forth an argument that “the relationship between the
researcher and the research processisinextricably linked” (p. 464). This statement is all
too true as | congder the interconnected manner between myself as afemale researcher
and as aresearcher conducting an investigation about a group of men and their
experiences. As aresearcher and as afemale conducting research, | acknowledge that
these two dements are interrdated and will play a critica role throughout the
investigative process. In one way, my femae lens enables me to attend to details that best

describe the men | have chosen to investigate. The details that | make mention of this
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study can best be understood as observations that | make whilein the field. These
observations will decidedly be framed through my femde lens. But | have an obligation

to represent these observations in a manner respective of the men that | am investigating
aswell asto the research field as awhole. Therefore, | do not seek to deny nor rgject the
subjectivity that my femde lens offers this sudy. | argue that my femae lenswill make

my observations of these men and their ecologica habitat accessible for knowledge
building and sense-making. Furthermore, my observations of the men in this Sudy do

not in any way invalidate my researcher’ slens. It does however; make possible the
inscription of meaning making for readersinterested in learning more about Black Degf
and hard-of-hearing adult mae learners.

Unlike my White hearing professond peers, my racia identity, positiondity, and
hearing status enable me to hear, understand and contextualize the ‘isms’ talk-discourses.
My positiondity as a Black hearing adult woman makes it possible for me to understand
how Black Degf or hard- of-hearing adult male learners are positiondized differently from
White hearing educators and deafness professionas. My positiondity enables meto see
how these differences are played out on the broader landscape of our society. The
manifestation of these differences has produced a silencing of voice discourse about and
among Black Deaf or hard- of-hearing adult mae learners.

| have atwo-fold argument with respect to race and racism in the field of deafhess
and deaf education. First, | maintain that race and racism continues to be unexamined in
the field of deafness and secondly, there is a tendency to avoid any substantive discusson
on the intersection of race, gender, and deafness within the deaf educationd context. |
contend that my educated, White, hearing, middle- class peers and colleagues do not seek
to investigate and/or study Deaf or hard-of-hearing people of color within the learning
and schooling context, because race, gender, and deafnessis not centra to their concerns.

Therefore, | am compelled to investigate how race, gender, and deafness impact and



shape the learning and schooling experiences of Black Deaf or hard-of-hearing adult mae
learners.

| believe that recording and documenting the stories of Black Deaf or hard- of-
hearing adult mae learners will cal upon many hearing professondsin the fidd of Deef
education to examine their “uncritica habit of mind” (King, 1991, p. 135). An uncriticd
habit of mind is understood as an absence of interrogation of the socid redities of race
and racism. | gpply the notion of uncritical habit of mind to the absence of interrogation
among hearing White deafness professionals. Y et research shows that race, racism, and
audism are interconnected sociopalitical redities. These redlities shape and congtrain the
livesand postiondity of Black Deef or hard-of- hearing adult male learners (Anderson &
Grace, 1991; Davis, 1995; Jankowski, 1997; Johnsont+Bailey, Tisddl, & Cervero, 1994;
Lane, Hoffmeigter & Bahan, 1996; McCarthy, 1990; Omi & Winant, 1994).

Two sociopoalitica factors undergird my subjectivity. First | am driven by my
desire to give credence to voice scholarship of Black Deaf or hard-of-hearing adult mae
learners (Delpit, 1988). Secondly, | desre to initiate a discourse on how the intersection
of race, gender, and deafnessimpact the learning context for minority Deaf or hard-of-
hearing people of color. | choose to initiate this discusson by using my difference,
power, and position as a researcher to bring to the fore, the narratives of Black Deaf or
hard- of-hearing adult mae learners learning and schooling experiences.

Participant Selection

This sudy started out using the purposeful sampling gpproach in identifying Sx
Black Deaf or hard-of-hearing adult men from the Black Deaf community. But because
of the uniqueness of the population of learners | am investigating, | dso had to rely upon
the snowballing technique, so that | could be referred to other Black Deaf or hard-of-
hearing adult male participants for my study. There were two interconnected advantages
to thisjoint approach of my sampling strategy. | have along and close association (both
persondly and professiondly) with many members from within the Black Degf
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community and wanted to increase my opportunities of obtaining rich descriptive data
from Black Desf or hard-of-hearing adult maes that | have not yet met.
Black Dedf or hard- of- hearing adult male learners who participated in this sudy

were residents of the state of Georgia and had to:

1. haveasgnificant hearing lossimpacting hislifein dl socid and interrdationa
contexts.
2. have been or presently be employed for aminimum of sx months, because the
working experience will have provided independent living kills
3. have earned ahigh schoal diploma or GED.
4. have lived independently for a minimum of Sx months,
Data Collection

The data that was collected was accomplished through a series of in-depth
interviews gpproximately 90 minutes each. Marshal and Rossman (1999) explain in-
depth interviews as “ conversations with a purpose” (p. 80). Interviewing is
conceptualized as obtaining a*“specid kind of information” (Merriam, 1998, p. 71).
Kvde (1996) contends that the interviewing process asssis the researcher in
conceptudizing away to think about mining data. It is an exploratory approach, which
can lead to development of theory. Elwood and Martin (2000) cite that interviewing isan
“exchange of information between the researcher and research participant” (p. 650). |
believed that this gpproach was a necessary step for my study, because | was interested in
past events, which could not be replicated, and because | sought to obtain rich descriptive
data, that could be delivered during aface-to-face interview.

Elwood and Martin (2000) integrated a critical view towards the importance of
desgnating an interview Ste. They contend that Ste designation is equdly important as
the purpose for conducting the interview. They posit that the interview site, which they
conceptudize as micro-geographies, can provide data that contextudizes the information
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being disclosed. Micro-geographies can be understood as contextua dynamicswith
respect to power baance and relationships between the researcher and participants; the
participants with the interview Ste; and the interview Ste's connection with the socio-
culturd context. Each of these relationshipsis interrdated and interdependent upon the
other and impacts the interview process. These interrelationships aso impact the data that
is being produced and/or disclosed. Thisis an important point to emphasize, because
most deafness research pathologizes Deaf and hard- of- hearing participants, specificaly
for hearing researchers agenda (Akamatsu, 1993; Foster, 1993; Pollard, 1993).
Consequently, the voices of Desf or hard- of- hearing participants often go unheard. This
study instead gives voice to Black Dedf or hard-of-hearing adult mae learners and places
them at the center of the research context (Riessman, 1993).

Following this line of thinking, and for the purpose of this sudy, the interviews
were conducted at either the home residence of the participants or a a mutualy agreed
upon location. Conducting interviews at the designated Site of the participants choosing
ensured that they would be comfortable addressing senstive issues, diminate the
possihility of distracting activity that could detract from the seriousness of our
conversations, aswell as create a balance in the socid dynamics between interviewer and
interviewee.

Johnson-Bailey (1999) contends that the interviewing phase is adynamic process.
She denotes how power issues are inherent throughout the interviewing process and
therefore, researchers must be cognizant of its shifting nature and hierarchies. The power
matrix isavery red component for my study, and | perceiveit to be andogousto a
swinging pendulum between mysdf as a hearing African American woman
researcher/interviewer, and the participants, who are Dedf, Black, male, and an
interviewee. The hierarchica structure of our relationships shifted as we explored issues
relevant to gender, race, and hearing vs. non-hearing statuses. The difference between us

as Johnson-Baliley assarts, requires trugt building. She implicitly contends that trust
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building is crucid in the interviewing process when there are multiple marginsto
mitigate. However, when trust is achieved and established, the outcome of the research
“can be dectrifying” (p. 669).

Since the participants' learning and schooling experiences had dready occurred,
one-on-one and in-depth interviews were considered the most optimal approach in
capturing their reflections and sories (Kvae, 1996). The interview questions were
developed with amulti-tiered perspective towards Deaf, hard-of- hearing, Black Deaf and
African American learners specificaly, adult learnersin generd, and my thirteen years of
professona experiencein deafness.

The interviews were uniquely different because of the participants different
communication moddlities. Pollard (1993) understands the complexity of issues related to
different communication moddlities that Deaf and hard-of-hearing people use to
communicate. He states that the “ effectiveness of sign language depends on many
factors’ (p. 35). He aso adds a cautionary note that not all Deaf or hard- of-hearing
people utilize sgn language. Scheetz (1993) shows that many Deaf and hard-of- hearing
people communicate by relying upon their oral/aural speech reading skills. Pollard (1993)
suggests that researchers be open and flexible to the diversity of communication styles
and skillslevels and then proceed with the interviewing process using the language
modality of the participant being interviewed. While | am askilled ASL
conversationdigt, anationaly certified sign language interpreter was considered a
necessary tool in the data collecting process, particularly with respect to the participants
whose primary language was ASL (see Appendix A and B). The role that the sign
language interpreter plays between two people who do not share the same communication
moddity isto communicate and enhance (via voice) the message being conveyed by the
sgning participants. A nationdly certified interpreter is bounded by a sandard of code of
ethics by the Registry of Interpreters for the Desaf, Inc., which works tirdesdy in
safeguarding the profession and Deaf individuas' rights (Frishberg, 1994). By using a
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certified Sgn language interpreter during the interview sessions, | was able to focus my
atention without being concerned with miscommunication or experiencing abreakdown
between two different language moddlities.

The literature minimally addresses the impact of the presence of anationdly
certified Sgn language interpreter during a quaitative sudy. Foster (1993) states that
there are Situations and occurrences where the skills of an extremely fluent hearing sgner
can “fdl short of the fluency required to conduct an in-depth interview” (p. 6). Therefore,
care should be taken to have the mogt skilled interpreter available during the interviewing
process. With this point in mind, extra care was taken to have a culturaly representative
interpreter, who was dso nationdly certified, be designated for this study. Thisdecison
was vitd to the success of the study because it ensured the integrity, quality, and vdidity
of the participants message (Frishberg, 1994). Cross-culturd issues are of critica
importance in deafness research. Therefore, as a hearing researcher | was mindful of the
“socid cultural and other factors that could affect participants comprehension, comfort
and accuracy in disclosng information” (Pollard, 1993, p. 36). With respect to this study,
cross-cultura issues are predicated by gender, communication modalities, and cultura
(hearing vs. deafness) differences.

Each interview sesson was recorded using a video camcorder and audio tape
recorder. Both types of recorders were used for al of the participants whether or not they
used sign language or ord speaking abilities (Scheetz, 1993). The purpose for using the
video camcorder as part of the data collecting process was to record visua references the
ASL participants used to communicate, emphasize, and/or punctuate a particular point.
However, the use of the video camcorder had a secondary purpose. It not only captured
the various nuances displayed during the interview process, but it also aided in
maintaining the accuracy of the message during the transcription process. Mindess (1999)
explanstha ASL (visud) requires trandating from the primary language to a different
form of language (spoken English). In other words, ASL requires breaking down the
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message without changing the meaning attached to the message, then finding the
equivaent spoken English message. Thus, | had to transform the visud language into
spoken language, in order to transcribe the spoken language into written text (Kvale,
1996). Both recording mediums were reviewed multiple times to ensure accuracy of ASL
message and meaning.

The ability to (re)view recorded interviews gave me multiple opportunities to take
in the message(s), stop, think about its meaning, then trandate and transform it (in this
ingtance) into written text English. The combined approach of the audio and videotape, as
well as, the voiced trandated message rendered by the nationdly certified interpreter
increased the accuracy of the participants messages. Hartman (1996) relied upon
videotape to record interactions and classroom conversations. Her use of videotapes
reved ed agpects of interactions between the participants that may have been missed
despite careful classroom observations. Matthews and Reich (1993) utilized videotapes to
assess the amount of information that was restricted to the visua domain (line-of-sight).

In thisingtance, more than one researcher examined the videotape in an effort to ensure
religbility of the analyss of the data

All of the interview sessions were transdformed into printed text in order to make
the participants narratives ble for andyss. Kvae (1996) contends that the
transcription processis not a“smple clericd task, [but rather an]...interpretive process’
(p. 160). He goes on to date, “transcription is a transgression, transformation of one
narrative mode - oral discourse - into another narrative mode - written discourse. To
transcribe meansto transform” (Kvale, p. 166).

Reflective notes were recorded via a second tape recorder after each interview
session. These notes were inclusive of my persond observations and knowledge about
the interview session prior to, during, and after the interviews (Conndly & Clandinin,
1990). | later used these notes to congtruct a portrait memo that describes the participants

learning experiences (Wolcott, 1999).
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Data Andyss

Data analysis requires active engagement. In order to produce a strong and
reliable sudy, multiple techniques should be used with respect to the narrative andyss
process. Creswel and Miller (2000) conceptualize data andysis as examining the
relationship between what is learned from the data and an investigator’ s theoretica
framework. In order to accomplish thistask, it is necessary to deconstruct and reconstruct
the data in order to look for patterns, explanations, and interpretations that make sense.

Ewick and Sibley (1995) and Thomas (1993) agree that andysis of a narrative
text requires acritical examination and interrogation of three essentia elements. First,
they show that investigators need to examine the rationde or purpose of why participants
selected a particular story over another to tell or narrate. Secondly, an andysis of the
narrative text requires researchers to look at the temporal and location orientation (i.e.,
beginning, middle, and ending) of agtory. Findly, an anays's require that researchers
interrogate the narrated plot(s), specificaly, the description of the setting, cause and
effects, motivations, heroes/ines and villains, tragedies, romance, and comedies. This
andytical process alowed me to understand how the stories of the participants learning
and schooling experiences were produced. Secondly, the process enabled an
understanding of how the participants produced meaning from their learning and
schooling experiences, asthey understood it. Third, | was able to tease out from the
participants narratives the larger story (Hones, 1998) on how race, gender, and deafness
congtruct upon each other within the learning and schooling context.

Asan additiond aid, | relied upon taxonomies as away to andyticaly visudize
my data (LeCompte, 2000). Coffey and Atkinson (1996) clarify the structure, role, and
purpose of ataxonomy illugtration. They State that visua graphics can capture “take-for-
granted culturd knowledge. . .that informs many of [our] judgment[s]” (p. 133), about
socid groups/interactions, organizations, and indtitutions. The practicdity of taxonomies
should not be understated. They alow researchers to visudly “group together items that
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are smilar or go together” (LeCompte, p. 149). The use of taxonomies provided me a
way of seeing as Wolcott (1999) asserted. In other words, | used the taxonomies to see
what pieces of data went together and how they were connected to each other.

Although taxonomies may not aways reved additionad information, they can help
researchers understand the importance and meanings of the certain connections and their
relationships with respect to a phenomenon that they are studying. In this sense,
taxonomies | developed, supported and confirmed my intuit hypothesis about the learning
and schooling experiences of the participants that | was investigating. Glesne (1999)
agrees that taxonomies help researchers "see what they know and don't know” (p. 141),
about asocid phenomenon. She dso reminds usthat visud display of data utilizing this
gpproach helpsin the theorizing about a“socid phenomenon under study” (Glesne, p.
141). The premise of thisintegrated anaytical and methodological strategy helped to ped
away the layers that obscured themes and connections related to the participants learning
and schooling experiences, aswell as, they degpened my understanding about the mega-
stories of the participants school histories.

Theinitid phase of my data anadyss began with the reading of the transcribed
interviews in order to holisticaly congtruct a descriptive narrative of the participants.
Coffey and Atkinson (1996) state that representing and writing are forms of andyss.
They date that writing isaway of making researchers think about their deta.
Simultaneoudy, when researchers think about how to represent their data, they are forced
to think about its “ meaning and understandings, voices and experiences present in the
data’ (Coffey & Atkinson, p. 106). Richardson (1990) concurs, but renders a more
criticad andysis on the issue of writing. She pogits that writing is amulti-tiered process. It
involves issues of power, authority, and privilege to “inscribe meaning and value’ to the
soriesresearchers are trying to tel (p. 12). Kvae (1996) implicitly concurs as he argues
for giving voice to participants in an effort to understand how they socidly negotiate their

worlds.



Since | wanted to render a more contemporary view of Black Desf or hard-of-
hearing adult maes (Hairston & Smith, 1983), | developed and narrated a descriptive
portrait for each of the men who participated in this study and his learning and schooling
experiences using an ethnographic-like lens. As Spradley (1970) suggests, each portrait is
replete with thick and rich descriptions. For the purpose of this study, the Black Desaf or
hard- of-hearing mae participants descriptive narrative portraits were constructed using
the transcripted interviews, my research journd with detailed notes, and portrait memo.
Bogdan and Biklen (1998) wrote that memos are reflective “think pieces’ that a
researcher uses to keep track of his’her progress whilein the field (p. 123). These notes
often contain thoughts, observations, fedings, or things to consider next when going back
into the field. According to Merriam (1998) these techniques are useful srategiesin
obtaining datain order to narrate arich description of “socid regularities of everyday life
(p. 56).

A methodologica and dtrategic approach was used to anayze the transcripted
interviews. | broke up my datainto “dementary units’ (Coffey & Atkinson, 1996, p. 58),
by structuring my data using and affixing code as designed by Labov (1972) and
promoted by Riessman (1993). Coffey and Atkinson's discussion on Labov’s structura
(i.e, therationae of chosen narrative, tempora and location orientation, and the
descriptive components of the narrative) technique is prescriptive and can be utilized in
examining specific past eventsin chronological order. They aso contend that Labov's
structura approach would help me to tease out the participants mini-sories, while
smultaneoudy thinking about whet the data represents (Coffey & Atkinson). In other
words, narratives offered a basic structure, and relying upon Labov’ s gpproach, provided
thefirgt sart in organizing the data for analysis (Essed, 1988; Riessman, 1993).

Labov’'s (1972) and Riessman’s (1993) approach can be thought as a coding
process. These codes are understood as A=Abstract; O=Orientation; CA=Complication in
Action; E=Eva uation; R=Result; CO=Coda Abstract introduces the narratives, while



orientation Stuates the context. Complication in action involves a description or an
account of what happened. Complication in action aso reflects a struggle and/or
oppaodition to the normd date of affairs (Essed, 1988). Evauation is the judgement that
Black Deaf or hard-of- hearing adult mae participants render, with respect to what was or
was not acceptable about the experience they narrated. Result is understood asthe
meaning that is produced as aresult of the learning and schooling experiences that Black
Deaf or hard-of- hearing adult male learners have had within the educationa context. It
asoisunderstood as the inferences drawn from the meaning that has been produced from
these experiences. Coda refers to subsequent action(s) and/or later reflections dueto
another Imilar experience or encounter.

The above coding strategy alowed me to bresk up the data into smaler unitsfor
andysis as well as provided opportunities to tease out features of the participants mini-
stories (Coffey & Atkinson, 1996). The above coding structure was embedded within the
text, highlighted and color coded in order to make features of the data more
distinguishable. This process dlowed me to understand the logic that linked the way an
experience was narrated by the participants. This technique placed the participant(s) at
the center of the telling and not the socid context, which only served as the contextua
background to their stories.

The third phase of the data analysi's process involved taking a more inductive
approach at looking for patterns, themes, and concepts. This process led to the
interpretation of the data (Coffey & Atkinson, 1996). The explicit purpose for utilizing
this gpproach wasto assst mein bresking down my data and then reconstructing it in
order to develop an interpretive view of my analysis. This andyticd exercise dlowed me
to examine and question word(s), section(s), and/or paragraph(s) more closely asto the
possibility of different meanings (Strauss & Corbin, 1990). | believed that by relying
upon this process, certain invisible aspects or features of the participants stories would

become more prominent. Hones' (1998) discusson shows the advantage of incorporating
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this gpproach. Specificaly, he states that by drawing upon categories and themes, they
can ad in grouping together amilar experiences that the Black Deaf or hard- of-hearing
adult mae participants may have encountered. Categories and themes can make visble
features of participant’s stories that are struggling to get out (Thomas, 1993).

Furthermore, the above methodologica strategy enabled me to manage and
organize sizeable chucks of data (Hutchinson, 1990; Strauss & Corbin, 1990). A line-by-
line analysis of certain segments of the narrated text produced categories and themes that
were relevant to each unit of data. Coffey and Atkinson (1996) posit that this approach is
identified as key coding. So, as categories and themes emerged, | looked for patterns that
were relevant to my study and research questions.

Vadlidation of Study

The issue of vdidity has been and continues to be hotly contested for researchers
conducting qualitative research (Creswdl & Miller, 2000; Kvae, 1996; Lather, 1993;
Maxwdll, 1992; Merriam, 1998; Mishler, 1990; Wolcott, 1994). At issue, isvalidity’s
defined meaning as objectified truth, needing to be supported and/or proven as a certainty
(Angen, 2000; Lather, 1993; Maxwdll, 1992; Wolcott, 1994). Qualitative investigators
share in the assumption that the truth of the datais not the object of their investigation;
rather, their primary concern is whether the findings of their interpretation are believable
and/or credible (Wolcott, 1994). In their view, the data generated by and from
participantsis aready considered true and redl. Thus, as a consequence to this discussion,
vaidity is reconceptudized as vaidation (Mishler, 1990). Vdidation is understood as an
evauative process that alows a judgment to be rendered about the trustworthiness and
credibility of astudy and itsfindings (Balley, 1996; Riessman, 1993).

Trustworthiness raises the question of whether or not aresearcher has done
enough to persuade and/or convince (Riessman, 1993) readersto believe and accept a
sudy’sinterpretation and findings. In other words, it isamatter of understanding how an
investigator arrived at hisher interpretation of the findings, and if the interpretation of



those findings correlates and/or makes sense with the narrated events, experiences of the
participants, and theoretical framework (Kvae, 1996; Merriam, 1998; Riessman, 1993).

Universal sandards that can ascertain the credibility of a quditative study do not
exist (Maxwdl, 1992; Merriam, 1998; Riessman, 1993). However, Kvale (1996) and
Mishler (1990) favor an evauative gpproach that methodically addresses the thorny issue
of trustworthiness. Qualitetive investigators rely upon acertain lens that dictates and
influences their thinking in conceptualizing a strategy that promotes the trustworthiness
of astudy. These lenses are those of the researcher, participants, and readers who can
determine and judge the credibility and believability of astudy (Creswell & Miller,

2000). My researcher’s lens was shaped by the data, persona and professiona experience
inthefidd, and my theoretical framework (Merriam, 1998). | relied upon the

participants feedback as away to conduct a member check (Riessman, 1993) to ensure
the accuracy of my interpretations. Wolcott (1994) contends that readers can provide
invauable assstance in critiquing aresearcher’ s andyss and interpretation of textua

data. He states that readers “reactions sometimes help [the researcher] recognize where
the reporting or the interpretation (or both) seem overblown or underdeveloped” (p. 353).
In thisinstance, | incorporated feedback from deafness experts knowledgeable about the
Black Deaf community.

Angen (2000), Bailey (1996), Creswell and Miller (2000), and Riessman (1993)
support the above view and provide guiddines and/or ingtruction for incorporating of a
rigorous and documented gpproach within a study. They argue that with a documented
gpproach, astudy can provide the evidence that an investigator has been rigorous and
diligent in hisher effortsto establish believability, trusworthiness, and credihility.
Furthermore, they show the importance of making accessible atrall that can be visbly
followed, and will dlow ajudgement to be rendered about the Study’ s interpretation and

findings
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Following the above line of thinking, this study adopted the posture that the
narratives rendered by Black Deaf or hard- of-hearing adult male participants are true and
red. Thus, their narratives did not need to be proven for a certainty. What was to be taken
in account with respect to the narratives was whether or not my findings and
interpretation could be judged as credible and believable. Therefore, my study
incorporated amulti-tier Srategy designed to increase the trustworthiness and credibility
of my findings and interpretation. In evidence is the transcripted text (i.e.
narratives/interview) of the Black Deef or hard- of-hearing adult male participants. These
texts are to be consdered primary data (Wolcott, 1994). Secondly, | made accessible, the
sructure and method that transforms the participants' texts into interpretation (Mishler,
1990; Wolcott, 1994). Third, as Wolcott (1994) suggested, | recorded my reflectionsin a
research journa as | saw patterns and explanations between the relationship of the
meaning that the Black Deaf or hard-of-hearing adult males had about their experiences
and my congtructed theoretica framework. Research journaling (in other words,
documenting) Smultaneoudy increased the richness of my data andyss and
interpretation as well aslend itsdlf to the credibility of my study and findings. My journd
included commentaries, feedback, and remarks from my readers who were
knowledgesble about issues relevant to the Black Deaf community.

Data Representation

Morse (1999) contends that role of data plays an active agent in every aspect of
research design. She contends that data has a purpose in research and as such, it drives
the study. For the purpose of my research, | profiled each Black Deaf or hard-of-hearing
adult male participant as an individualized case study. According to Merriam (1998), a
case dudy is defined as a“single entity, a unit around which there are boundaries’ (p.

27). She goes on to explain the meaning of boundary as the “edge of the case: what will
not be studied” (p. 27). Each of the participants profiles were bounded to the educational

context, and are descriptively represented with respect to their lived experiences. It was



82

expected that the participants would share issues of race and racism as well as any
experiences related to their gender and Dedf identities. It was aso expected that there
would be degrees of differences and diversty in the participants stories as aresult of the
above cultura boundary markers, but also because of the degree and range of hearing
loss, when and how they were introduced to language, and their family’ s response to their
deafness (Scheetz, 1993), their age, and socio-economic satus. The participants stories
areinclusve of vignettes and direct quotes. Incorporated throughout the case study are
my analyss and interpretation.

Merrifield, Bingman, Hemphill, and deMarrais (1997) descriptively profiled
twelve individuals as a case by cross case analyss. The object of this sudy wasto have a
team of researchers examine and understand the rel ationship between learning and
literacy in the lives of their participants. They interviewed participants whose socid
histories spanned across racid and culturd divide, from the Appaachian Mountains to
the West Coadt of the United States. The Merrifield and Bingman, et d. (1997) study
yielded categorical themes that show how sociocultural and sociopolitica redlities
produced stories that were gheroic, dramatic, and sometimes, tragic. Using the Merrifield
and Bingman, et d. (1997) study as an example of arepresentationd style, | profiled,
developed, and narrated each participant’s story. | also looked for patterns of amilarities
and differences as | performed a case by cross case andysis. | anticipated that this
representational approach would yield categorica themes that increased my
understanding of the relationship between Black Deaf or hard-of-hearing adult mae
participants, their learning and schooling experiences, and current living redlities.
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CHAPTER IV
BLACK DEAF AND HARD-OF-HEARING ADULT MALE LEARNERS
SCHOOLING EXPERIENCES

This chapter contains an integrated discussion on the schooling and
developmentd life experiences of six Black Deaf and hard- of- hearing men who
participated in this study. Asyou read through the pages of this chapter you will begin to
note how these men’s experiences have been uniquely shaped and defined by their
different hearing disability, orientation to language learning and acquisition,
communication moddity, and socid interactions with various members of a
predominantly hearing society. Nether the schooling nor the developmentd life
experiences of the men who participated in this study can be understood in isolation of
each other. They operate in tandem to each other and have continued to do so since the
discovery of these men's hearing loss diagnosis, and subsequently acknowledged as a
disability. Hearing people have perceived, trested, and interacted with these men
differently than they would have with Black men who are not Deaf or hard- of- hearing.
The interactions that the men in this sudy have experienced are replete with tenson
between themsdlves and hearing people; and this tension would remain unresolved
throughout ther lives.

Themes of racism, audism, and ableism underscored the participants schooling
and developmentd life experiences. Davis (1995) and Jankowski (1997) help us
understand audism as an oppressive and systemic form of discrimination againgt Desf
people who cannot utilize the dominant way of speaking and hearing. Ableism as defined
by Mitchdl and Synder, (1997) is another oppressive form perpetrated by non-disabled
people againg the disabled community. These forms of oppressive discrimination (along
with raciam) have had an ingdious impact in the lives of the men that | sudied. In many



ways, these ‘isms have taken on hegemonic forms, and often operated outside of the
purview of the participants consciousness. Y, in spite of the unresolved tension, which
is predicated by the participants deafness satus, language differences, communication
modality, and, hegemonic forms of the ‘isms, these men have remained reslient in the
face of audigtic obstacles.

The discussion in this chapter is the product of the first of four research questions
that guided my study. This question, which focused on understanding the participants
past and present schooling experiences, shows the intricate nature and relationship
between deafness, language learning and acquisition, communication moddity, and
education in anarrative fashion. An andysis of the participants tories showsthat each
man experienced his schooling and developmentd life statuses differently. The
contrasting differences among these men were predicated by family perception and
orientation to each man’s hearing disability, language introduction during their formative
years, parentd advocacy and involvement. How these parents approached, addressed, and
understood their son’'s deafness paved the road towards the type of educational and
schooling experiences that these men would encounter.

The educational process of these men as deaf children took a more procedura
approach toward school placement. School placement is understood as having to choose
among the educational options (resdentid, day, sdlf-contained, and regular class settings)
for teaching Deaf and hard- of-hearing learners a the K-12 grade levels (Turkington &
Sussman, 1992). Complicating school choice options are the legd and racia issues that
shrouded the educational process in educating disabled learners who aso are of color.

| begin my discusson with an overview of socio-politica events that had direct
bearing on the participants developmenta and educationd histories. | characterized
these events as the socid winds of change. Socid winds of change isto be understood as
socio-political and higtorica events that took place in our country that ultimately and
collectively had adirect impact in the lives of African Americans and/or disabled people
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and, subsequently, the lives of the Sx Black Deaf and hard-of-hearing participantsin this
study. This discusson will serve as the backdrop to the participants educationd and
developmentd life experiences. Relying upon the socia winds of change narrative, |
situate the participants educationa experiences within a chronologica timeline asaway
to demonstrate how collective events operated in tandem to each other.

Following this discussion are six ethnographic portraits. Hackman (2002) explains
that developing portraits is a methodologica form for capturing the “ complexity,
dynamics, and subtlety of human experience and organizationd life” (p. 51). As such the
portraitsin this chapter are the narrated stories of the participants' lives as Deaf and hard-
of-hearing Black men. These portraits were developed in order to provide a sense of
understanding of who these men are and in what manner their desfness impacted their
lives, socid development, relationships within and outside of their family structures, and,
more importantly, their educationa experiences. Furthermore, these ethnographic
portraits can provide a foundation for understanding the manner in which my
participants gendered roles and identities developed over the course of their lives as
African American Deaf and hard- of-hearing men. The importance of these narrated
portraits cannot be understated because it contextualizes my analyss and interpretation
on how the participants classify their identity, their identity congruction, and the
development of their gendered roles as Black Deaf and hard-of- hearing men.

Before | begin my discussion, | would like to provide aroad map of my anaysis.
Each participant’ s interview transcript was analyzed in order to extrgpolate data pertinent
to hisformative and developmentd years, etiology of deafness, educationa history,
adulthood status, employment history, language, communication, and socid interaction
activities. Next, | developed taxonomies (Glesne, 1999) of the participants schooling
experiences that pictoridly illusrated the manner in which their schooling evolved and/or
progressed. | then cross-andyzed each participant’ s schooling experiences to determine

patterns of smilarity and/or contrasting differences and recongtructed my andysisinto a



narrative format for reading purposes. As you read through the narrative text (which
includes my andysis and interpretation of participants data), you will note that | have
taken the liberty to construct and represent their stories within asocia context. | analyzed
and interpreted what the participants said as it related to that specific context. In short,
there is an interweaving of experience, andysis, and interpretation (Riessman, 2002)
whether it was afamily, society, and/or community context. | o provide atitle for each
narrative text. | view these narrdive texts as mini- stories within the larger narrated tae of
the participants schooling and developmenta life experiences.

The Winds of Socid Change

The combined experiences of the participants schooling experiences cover a
period of forty-one years, beginning with 1952 through 1993. During thistime, our
American society witnessed tumultuous changes that had a direct bearing on the way we
educated margindized groups of people. The result of these changes chalenged
individuas who were privileged by race and able-bodiness to re-examine ther collective
stance towards people of color and those individuas with disabilities. Take for example
the way American schools operated under the shadow of the Jm Crow system. This
system was systematicdly dismantled with watershed events like Brown v. Board of
Education; the Civil Rights Movement that included the Civil Rights Act 1964, and the
Voting Rights Act 1965. Other events such as the passing of public law 94-142, more
commonly known as the Individuas with Disabilities Education Act (IDEA) and Section
504 of the Rehabilitation Act of 1975 forced schools to address the way individuas with
disahilities were educated. Schools were prohibited from discriminating againgt
individuas with disabilities and were mandated to drike their restrictive policies againgt
persons with disabilities by integrating incluson a al levels of education.

While the above events moved the collective socia consciousness of our
American society, they did not however, address the one hundred-year controversy

(ordismv. ASL) within the field deaf education. Prior to 1960, schools were required to
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teach desf students using the oral method. Turkington and Sussman (1992) note that the
ora method stresses the “use of gpeech among Deaf and hard-of- hearing peopl e together
with gpeechreading and auditory training as away of merging with the hearing world” (p.
144). They dso define speech reading as the ability to visualy recognize the spoken
language by observing the movements of the jaw, lips, and tongue. The roots of the ord
method can be traced back to the 1500’ s when Spanish monks educated Spanish Deaf
children of noble birth. The heavy reliance upon the ord gpproach compromised the
educational process for Deaf and hard- of- hearing learners and, more importantly Black
Deaf and hard-of-hearing adult mae learners. First, many of their teechers lacked the
professond training in the ord method. Secondly, they taught Black Deaf and hard-of-
hearing students dong with students with different sensory needs who rdied upon their
hearing or the tactile method to communicate (Hairston & Smith, 1983). As such,
learning was bounded by an individua’ s ability to read lips.

Stokoe' s (Maher, 1996) seminal work and research on ASL challenged the
authority of the ora method by establishing a strong argument that ASL could and should
be used within the educationd context. His work aso showed that by usng ASL asa
pedagogical tool for ingruction, it would facilitate the learning process for deaf and hard-
of-hearing learners. Many deaf educationa proponents agreed and supported Stokoe's
(Maher, 1996) work, and consequently, his research loosened the vice-like grip that the
ora method (Turkington & Sussman, 1992) had within the educationa arena.
Furthermore, Stokoe' s (Maher, 1996) work paved the way for other dternative
communication approaches in teaching deaf and hard- of- hearing learners (Nowell &
Marshak, 1994).

Chronologica Timedine and Socid Change

The participants stories persuasively show that their schooling experiences were
shaped by sgnificant socio-palitica and historical event markers which aso moved the

collective consciousness of our American society. Therefore, | developed a chronology of



their schooling experiencesin order to establish a contextud basdline for my andysis. |
dart my andysis with a chronologicd timdine in which each participant’ s schooling
experiences wereinitiated.

David started school when ordism and the lynching of Black Americans were
both at their zeniths; two years before the Brown v. Board of Education; thirteen years
before the Civil Rights and Voting Rights Act was passed; seven years before the
Vietnam War; twenty-four years before PL 94-142 and Section 504; and forty-one years
before the passing of ADA.. Jordan started school one year after the last documented
lynching (Harley, 1995); four years &fter the passing of the Civil Rights and Voting
Rights Act; one year after the end of the Vietnam War; one year after Stokoe' s (Maher,
1996) work; six year before the passing of the PL 94-142 and Section 504, and twenty-
four years before ADA. It isimportant to note the timeline of Georgia School for the
Deaf desegregation correlated with the passing of PL 94-142 and Section 504. Lloyd
started school one year after the passing of PL 94-142 and the end of the Vietnam War.
Allen started school eight years after the Civil Rights movements began; ten years after
the last known lynching of Black Americans, eight years following ordism; sarted the
same year as the Rehabilitation Act, Section 504, three years after the passing of PL 94-
142, three years after the end of the Vietnam War; and fifteen years before ADA. James
garted school eight years after the Civil Rights movement began; three years after the
passing of PL 94-142; three years after the end of the Vietnam War; eight years following
Stoke s work; fifteen years before ADA, and ten years after the last lynching. Jama
started school eight years after Stokoe' s work; four years after PL 94-142 and the
Rehabilitation Act, Section 504, and fourteen years before ADA.

Connecting the participants chronologica time lines to the converging thematic
socio-higoricd, palitica, and culturd events, my andys's showed that four of the Six
men were beneficiaries of a changing educationd terrain. Lloyd, Jamd, Allen, and James
not only graduated from their high schools, they continued their forma education et the
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postsecondary level. However, only Lloyd completed his educationa objective with a
baccdaureate degree in socid work. While al six men are products of their educationa
times, David and Jordan’ s schooling experiences were constrained by societd perception
towards Black Americans. During this period, many Black Americans were not
encouraged to pursue higher educationa opportunities that would ensure upward socid
mohility.

Ethnographic Portraits

This section contains the ethnographic portraits of the six Black Deaf and hard-of-
hearing men that | interviewed. For the purpose of this section, ethnographic portraits are
conceptudized as the descriptive narratives of the socid and developmentd life
experiences of the men who grew up with a hearing disability. Merrified, Bingman,
Hemphill, and deMarrais (1997) descriptively profiled twelve individuas as away to
illugtrate the socioculturd reditiesin ascholarly and narrative fashion. Furthermore, by
producing their participants profiles, they made visible the taken for granted elements
that shaped and/or congtrained the lives of the people they investigated.

Participant portraits can aso be represented as “ ethnographic short stories’
(Glesne, 1999, p. 190). Ethnographic short stories accomplishes two literary tasks. Firdt,
it enables researchers to “re-present the sense and fed, the complex emations, and the
dilemmeas’ that their informants face in their “everyday life’ (p. 190). Secondly, writing
ethnographic short goriesin aliterary fashion, unhinges scholarly writers from the
traditional and objectified format to that of being able to write from their heads as well as
their hearts (Glesne, 1999; Hackman, 2002; Lather & Smithies, 1997). In this sensg, |
present ethnographic portraits of sx Black Deaf and hard- of- hearing adult men. These
portraits are in line with the purpose of this study, which sought to understand the
learning and schooling experiences of adult Black Deaf and hard- of-hearing mde

learners.
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Developing the ethnographic portraits involved extracting data from the
interviews (Kvae, 1996) pertinent to understanding the background elements that
contributed to the learning and schooling experiences of the men that | investigated. The
next step entailed organizing the datain patterns that represented a story of themen's
socid development as Black Deaf or hard-of- hearing men. Each portrait includes an
introduction, aphysical description of the participant and his home and devel opmenta
history. Included within the participants developmenta higtory is a conversation on an
etiology of deafness, their current family status, and employment history. Each portrait
concludes with a discussion on language, communication, and socid interaction. The
purpose of this sub-section shows how language directly impacts, shepes, and congtrains
al aspects of socid interactions, such as socid satus, current relationships with their
communities, hobbies, and leisure activities.

While the above discussion provides an explanation for developing the
ethnographic portraits, | must confess that there is another philosophica purpose for
developing the portraits. | was moved to devel op these portraits because | wanted to
make visble the socio-habitat and trappings that have obscured the men | studied from
scholarly investigation These layers are the visible trappings and markings of our
capitalistic society (e.g., shopping centers and mals, banks, resdentia aress, etc.). These
trappings and markers are socid indicators that people live, breathe, and go about their
daily livesin our various communities. The men | studied live out their lives as other
people without disabilities. Thisis an important point to make because of the invishbility
of these men’s hearing disability. Maone (1986) supports my argument, as he contends
that deafness only affects socia interactions between hearing and Desf people with
respect to communication issues. However, being and living as a Deaf person does not
“cripple’ the mind or the physica body (p. 8). Mdone's (1986) point bears out in the
invisibility of deafness because Black Deaf men can live next to us as our neighbors, or

St next to us as church members, and/or work beside us as co-workers. In any given point
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in our daily interactions with others, we could brush past a Black Desf or hard-of- hearing
adult man and be oblivious to the chance encounter.

In order to Strip away the layersthat block Black Deaf and hard-of-hearing men
from investigation, it was necessary to make them vishble. The layers have been
pictoridly narrated and integrated within the ethnographic portraits. Furthermore, |
textudly narrate how deafness (as a disability) impacts, influences, and shapes these
layers, aswdl as, the socid dynamics of each man'sinterpersona relaionships and
subsequently their learning experiences. | relied upon Van Maanen’s (1988) theoretica
discussion on data representation and production to inform my introduction and

subsequently, the ethnographic portraits.

David: Age: 57, Disability Satus: Profoundly Deaf, Native Lanquage: ASL only.

The Introduction

It isinteresting how asmdl incidental decision can serve to become the catalyst
to an important event. Such isthe case as| reflect on my first encounter with David. It
was in the late 1980's. As part of a school related assignment, | needed to attend a Degf
function. Inlooking at alist of Desf activities that had been developed by my ingtructor,
one of the eventsin particular caught my eye. It was a black deaf function. Up until that
moment, | had not been made aware of any black deaf events. In making adecison to
attend this particular black deaf function, | was in a position to observe a Black Desf
man, who years later, | would meet and talk with about his past learning and schooling
experiences. At this particular time, | was a beginning signer and knew even less about
Black Desaf culture. So, much like the other hearing neophytes who aso chose to attend
this event with me, | was completely dependent upon the voicing skills of the interpreter.
| would later learn that the interpreter at this function was David' s stepdaughter. During
the next few years, | saw David at various Desf functions and activities, but we were

never formally introduced to each other.



After awhile, | began to attend Deaf related functions that were more professond
in nature, and, consequently, | lost track of David. However, in the spring, 2002, while
attending a grassroots community function, | was once again placed on a path that would
lead to aformd introduction. A mutua acquaintance of David aswell as mine served to
be a conduit to our formal introduction. This acquaintance had heard about my research
interest in Black adult men who are Deaf or hard-of- hearing and fdlt that David would be
an ided participant for my study. Through this acquaintance, | was able to make contact
with David and explain to him the nature of my study. Subsequently, | was able to
establish arapport and schedule atime and place for an interview. David agreed to meet
me a his home residence on a Saturday morning.

| arrived at David' s two-gtory home, which was nestled in a cul-de-sac of asmadl
resdentid community. This quaint community was located off awinding road thet fed
into amain highway densdy populated with athriving retall digrict. Along this highway
were amgor shopping mal, countless discount stores, outlet centers, restaurants, and
many more places to spend money. The housesin David' s neighborhood are Situated in
very close proximity to each other, and each was architecturdly designed with a
condominium-like exterior. The racia make-up of the resdentsliving in this community
was primarily Black and White as evident by the school-aged children who played
(games of basketball; throw footbal, in-line skating, skateboarding, and riding bicydes),
in the safety of the cul-de-sac. The driveway that led up to David's home was large
enough to accommodate two vehicles. David's neat smdl front yard gave no hint of his
lush green spacious back yard, which could only be seen from the rear interior of his
kitchen.

David opened his door as soon as | drove up the driveway. There he stood, 6 * 1 ft.
He greeted me with awarm, open, and inviting smile. He was barefoot, wore dark navy
blue shorts, and atee shirt. His youthful facid appearance beliesthe fact that heis
gpproaching his retirement age of 60. He is a healthy man sporting a mocha-color skin
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tone. Hisdark hair was cut very close and nest. His brown eyes (which could be seen
through his prescription glasses) were dert and he watched everything. Much of who
Davidis, is predicated upon his visua ability to observe everything. David is consdered
profoundly deaf by audiologica standards. As a profoundly deaf man, he may find it
extremely difficult to hear sounds of atruck driving passed his house, or aneighbor using
his’/her law motor to cut hishher grass, or ahorn honk of car, or an airplane or helicopter
flying low overhead.

Formative and Developmentd Years
David was born just after WWII in the state of Kentucky and grew up as the third child of
seven brothers and one Sster and a half-sister. However, David discovered much to his
total surprise that he has one other haf sister. He learned about her at his father’s funerdl.
Increasing David' s astonishment was the fact that his siblings knew of his second half
sgter and had known about her for avery long time. David attributes the failure of not
being told about his second half Sgter to the fact that heis desf and hisfamily’sinability
to communicate with him using his native language, American Sign Language (ASL).

David's parents had been married to each other for ashort time prior to David's
birth, and while David was living &t the state school for the deef, they divorced. David
goproximates the time of his parents  divorce to the time he was ether nine or ten years
of age. David attributed the breakup of his parents’ marriage to the stress of his deafness,
dthough he redizes that his father “got around alot.” According to David, “I could sense
that my mother who had dways been aone, had been done for awhile. As | grew up, |
remember my father, seeing my father seeing him with different women, and well, ...
that was him.”

David grew up in the projects. In his view, his community was poor. His house
was “dilapidated” and “horrible,” and he recdls his home having an “outhouse” After his
parents divorce, his mother decided to move her children to Ohio. Upon their arriva in
Ohio, the entire family settled into another urban city projects. David's mother never
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owned a house of her own and he recalls her receiving welfare assstance. After their
move to Ohio, David recalls his father’ s infrequent visits. When hisfather did vist the
family, he would give David money. Although David enjoyed the money, he would have
preferred instead to be able to talk with his father.
Etiology of Deafness

David is not exactly certain when he became dedf, but heisthe only deaf member
of hisfamily. He has asster who is“dightly hard-of-hearing, but sheis able to spesk.”
To the best of David' s knowledge, there is no established record attesting to genetic or
hereditary deafness within David’ s family, and, asfar asheis concerned, David isthe
only “totaly deaf person” in hisfamily. The narrated accounts differ depending on with
whom he speaks regarding the gpproximate time and cause of his hearing loss. According
to some people, David became deaf at the age of four. While others believe that David's
hearing loss was first noticeable when he started school. David's mother, however,
attributes his hearing loss to an injection of medication into his body when he was il
very young. She told him that he was born with the ability to hear, but while he was an
infant, he contracted the whooping cough. She took David to a doctor, who subsequently
gave himashot in his“spind cord in [his] lower back that was supposed to help [him].”
The only thing David knows for certain is that he was very young when he lost his
hearing completely.

Educationd History

David attended started and ended his educationa history within an ora school
environment, where only speech was emphasized as the primary mode of communicating
educationa lessons. In between these ora experiences, David atended a school for the
deaf, aswell as, was sdected to attend an all boys school. The mgority of David's
educationa history occurred within aracidly segregated setting. Additiondly, his
educationa experiences were directed by hearing femaes, who were both Black and
White women. David also had a Deaf male teacher when he was sdlected to attend an al



boys school. In his early educationa experience, many of his teachers did not have
teaching credentids. Nevertheless, dl of David' s teachers exposed him to some type of
forma traditiona curriculum, and he was able to learn various trade kills at the high
school level of education. But upon graduation, David attempted to get additiona training
and job placement ass stance from the government. He was rebuffed because of hisrace.
David contends that he was unable to get assistance because “at that time, they were, |
wanted them to find me ajob with printing, in printing, but they just would not do it.
They did not help me, dl of the Whites they helped, find ajob, but the blacks they
didn't.” According to David, racia discrimination and bigotry was commonly practiced
during thistime, as many Black Americans received little or no assstance from the
federd government.

Presently, David pursues various learning activities specific to his persond
interests, such as coin and antique car collecting.

Adulthood Y ears

David has been married twice before. He was eighteen when he met hisfirgt wife.
She was Desf, too. They were introduced a a church in Ohio and were married one year
later. They remained married for five years, and during that time, they had a daughter
who was born hearing. His daughter currently resdesin Ohio and is thirty-three years of
age and is the mother of two children. David' s grandchildren, aboy and agirl, are eleven
and five years old respectively. Both grandchildren are hearing. He visits them about
twice year. David was divorced from hisfirst wife three years before he met his second
wife at the local Deaf club in Ohio. She too was Desaf. His second wife had two children
of her own, a son who was Deaf and a daughter who was hearing. When he married his
second wife, he became their stepfather. David' s second marriage lasted twenty-four
years and during that time, he made a decison to move his family to ametropolitan city

in Georgia
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Circumstances surrounding David' s decison to move south were directly related
to his rdaionship with his sblings and mother. He stated,

[they've] dl done things that have been consdered...
supid. They've been fired from many jobs. They asked me
to co-9gn for cars for them and do different things thet I've
had to try to help them. And after a while | had to stop. And
that's one of the reasons why | moved ...to [Georgial,
because my oldest brother, he was continualy bothering
me, bugging me to hep him. | fdt like they were usng me.
Though they were older than me, | fdt like they were using
me. I've dways had redly good credit than my brother.
And | fdt like he was usng me because of that. And o |
fet | just needed to get out and move here...and but my
mother tried, has tried to ask me to help them, sgn off on a
loan for her and | thought that was going to be very foolish.
| didn’t do it and she was extremely upset.

Currently, David resdes with his hearing girlfriend of four years, and they have
an eghteen-month-old daughter who is dso hearing. David and his girlfriend met a on
the job. David enjoys raising his youngest daughter. Even a her young age, David can
see that she recognizes that heis different from her mother. Somehow, she understands
thet he is Desf. She uses a“different voice” when she cdls out for him than when she
wants her mother. She helps him out by derting him when someoneis & hisfamily’'s
front door or when the telephone rings or when she needs to “use the bathroom.”

Employment History

David' s experiences pardlded the experiences of many hearing Black peoplein

the 1950 — 1970's. However, unlike hearing Black Americans, David' s experiences were

made more complicated because of his profound hearing loss. Much like many hearing
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Black Americans a that time, David had difficulty locating suitable employment. Many
of the jobs David was &ble to find were menid labor in nature. He found jobs cleaning
bedpans at a hospita and washing cars. He has cleaned caskets in funerd homes, aswdll
as cleaned hotels and other related job duties. He has even worked for amgjor lotion
company.

Presently, David works for the federal government and has remained in this
position for over twenty years. He readily admitsthat heislooking forward to retirement.
He obtained this position with the assstance of a hearing minister of a church who
pastordly served the Deaf community. David consders himsdlf ardiable and dependable
federd employee capable of doing more complicated job duties and assgnments.
However, he has not been able to advance or receive promotiona opportunities. He
attributes the absence of any promotions to his deafness and/or favoritism. David has
observed hearing black federal employees receiving promotiond training opportunities,
and he has watched employees promoted who performed the same job functions as he
did. He has attempted to address the lack of promotions with his supervisor only to be
told that heis*working good.”

Asareault of hisfedera job postion, David has achieved financid security and
dability that is unshared by his hearing brothers. He thinks his sster isdoing dl right and
his mother continues to live on governmenta support. David is proud of his credit rating
and the fact that he has held down ajob, unlike his hearing brothers, who have not been
able to accomplish in life the things that he has been able to do. According to David, heis
a“blue-collar worker..., hard worker, but I'm happy. It makes me happy. | have
independence. | was able to buy ahouse. | have things. | don’t have problems. Many
people, | think have learned from me and have learned from some of my experience. |

have been able to help people.”
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Language, Communication, and Socid Interaction

Communication has been problematic for David and the people with whom he
socidly interacts. David uses American Sign Language (ASL) as his primary language
modality. ASL isavisud language used by alarge number of Deaf Americans. David
was formaly introduced to ASL Sx years after his birth when he was taken to the local
school for the deef in the state of Kentucky. Prior to that time, he communicated with his
family, friends, and the neighborhood children using established home signs, gesturing,
and pointing. His parents and siblings never learned sign language. According to David,
communication between him and his family memberswas “lousy.” In fact, David Sates,
“I was unable to tel my parentshow | fdt. They didn’t know how to communicate with
me, and so | wasn't able to get out exactly what | wanted, how | fet.” The
communication barrier caused David to grow up with an unhappy childhood. It was not
unusua for his brothers and sigter to leave David a home aone while they went to play
with their friends. His mother would atempt to divert his attention away from hisbeing
left home aone by having him do household chores, which David Stated thet he did enjoy
doing.

After David' s mother moved her family to Ohio, David learned abouit the locdl
Dedf club that was frequently attended by White and Black members of the Deaf
community. It was here that David gained socia acceptance and began to enjoy hislife.
He began to enjoy being around people who were more like him and who shared his
language. Consequently, David' s socid dependency on his family, sblings, and hearing
neighbors decreased as he began to spend more time with his friends at the Deef club.

David maintainsasmdl but intimate socid circle of friends. Occasondly, David
recelves communication faxes from one of his brothers. This brother currently residesin
Michigan. He does not keep a sustained relaionship with any other family member. Heis
more in touch with his Deaf childhood friend, whom he considers a brother. David
believes his neighbors are nice and friendly, but he does not interact socidly with them.



He is more connected to the Deaf community in Georgia and attends various socid
functions. In hisleisure time, David enjoys doing yard work, collecting coins, and
Franklin mint antique toy cars. David started collecting coinsin 1997 after being shown
how to do it by a White Deaf co-worker. Collecting coins became a passion for David as
he began to understand their trading and monetary vaue. As achild, between the ages of
seven and eight years old, David began to collect antique toy cars. He began collecting
antique toy cars because he smply enjoyed their beauty. But more importantly, he began
to collect antique toy cars to combat the londliness of being |&ft & home by his sblings.
David's hearing brothers and sister had their friends and David had his antique toy cars.

As David gpproaches his retirement he dreams of traveling and seeing the world.
He wants to go to different places and meet different people. He desiresto travel to
England, France, Italy, Germany, and Japan. He wants to visit these countries and meet
their people. Hefedsthat by traveling, it will “help [him] to have good memories”
because it is something that he redly lovesto do.

Jordan: Age: 39, Disability Satus: Profoundly Deaf, Native Language: ASL only.

The Introduction

David pointed out Jordan to me from across the gymnasum at alocdl recregtiona
center. Jordan was wearing a black and white stripped shirt, black dacks, black gym
shoes and was blowing a whistle that was hanging suspended from his neck. Jordan was
one of the two Desef referees for a basketball tournament for the boys and girls. | had
arrived one hour earlier and had seen Jordan leaning againgt the doorframe of the
gymnasium as | entered the gym. He had been standing there signing with afew people
and had alowed me to pass him. At the time, he was the only referee a the center, so |
was alittle uncertain if | had just passed the man that | had come to observe and mest. |
decided that | would ssimply observe him and wait for David to arrive and give me a
visud confirmation.
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Jordan’ s referee movements were sharp and crisp as he signaed to the hearing
scorekeepers. He would point out which of the female basketbal players had committed a
foul offense, traveled with the ball, or had been caught holding her opponent. It appeared
that it mattered very little to the scorekeepers that Jordan was Deaf because they
responded with acknowledgement as they recorded Jordan’s signas about the players.

David arived a the gymnasium thirty minutes after the tournament had sarted
and waved a me from the opposite Side of the room. He then pointed Jordan out to me
and in doing so confirmed my initial assumption thet | had indeed been watching the
right person. David took advantage of the twenty-minute breek by introducing meto
Jordan while the teenaged male basketbd | players had begun to warm-up for their game.
As| was standing giving mysdf a stretch break, David waved at Jordan to get his
attention. After cagpturing Jordan’ s attention, David beckoned Jordan over to where we
were standing and signing to each other. As David and Jordan signed with each other, |
noticed that | had a difficult time following Jordan’s Sgning. It was much like trying to
read a physician’ s indecipherable handwriting. So, | remained slent as| caught snatches
of their conversation. David introduced me as the woman he had talked to Jordan about
while they were a work. He explained that | was interested in talking to Jordan about his
learning and schooling experiences. Jordan Sgned something to me, but frankly, I cannot
remember what we talked about. | can only recall that he agreed to meet with me and
gave me his telephone number.

| called Jordan approximately two weeks later, however, his wife was not feding
well, and our conversation had to be brief. He asked meto cdl him the following day,
which | did. During our second tel ephone conversation, Jordan told me that his wife was
seven months pregnant, and he needed to cook for her. He mentioned that he had four
other children, al boys ranging from four to fifteen years old. He told me that he had
attended and graduated from the state school for the deaf. He aso told me how long he
had been refereeing basketbal games. In return, | talked a little more about my study and
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asked him for atime to meet with him. We agreed to meet the following week at his
home, and | would bring an interpreter to work with me.

One week later | am driving along on one of the city’s mgor expressways. It is
rush hour. It isavery beautiful evening. The temperature is ninety-degrees as | travel to
Jordan’s home. From Jordan’ s direction, | know that he lives near awell-known, very
edtablished prominent church in the Atlanta metropolitan area. As| travel dong 1-285, |
note the lush greenery located on both sides of the expressway as| drive closer to his
home. | exit off the expressway and turned in the direction of the church thinking that this
iswhere Jordan lived. | drive into aresdentiad home area replete with big beautiful
homes. Clearly, the owners of these homes are affluent middie to upper class Black
Americans. Nearby, various businesses can be seen (e.g., Kroger's, Applebee’ s, State
Farm Insurance Company, KFC, etc.). | drive around looking for the apartment complex
that Jordan told me about, but | do not seeit. | began to redize that | must have taken a
wrong turn. | decide to turn around in asmall the cul-de-sac that | had noticed on my |eft.
| see two young teenage boys Sitting together outside on the porch of one of the five

houses located in cul-de-sac. | drive back the opposite way toward the 1-285 expressway.

The scenery changes from an affluent resdentia areato a community whereiit is clear
that the people who live there belong within alower income bracket.

On the corner where | have to turn, thereis abeer and wine store, construction
ste, Eckerd's, and a small mom and pop grocery store. As| travel towards Jordan’s
goartment, | see avery smdl srip mal targeting beauty makeover (i.e., anail saon,

beauty shop, and body spa) customers. A woodsy area precedes the entrance of Jordan’s

gpartment, and further down the road, | can see a construction project where trees have
been uprooted and land cleared for an unidentified building. As| turn into the apartment
complex, | seeachild riding atwo-whed bicycle, aman sanding outsde his gpartment
door watching asmall barbecue grill with fire and people who are walking toward their
gpartment homes. Speed bumps are strategically situated within the parking lot Sgnifying
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safety concerns for the residents. | note the various cars of different makes and models
parked in the parking lots.

As| parked near Jordan’s apartment, | notice asmall playground area but do not
see children playing there. It had alittle dide, a hanging bridge but no swings. Although
Jordan told me the letter of his gpartment building, he failed to tell me his gpartment door
number. As | sat there wondering what | should do about finding Jordan’ s apartment, my
interpreter arrived. She and | talk for amoment as | made adecision to begin knocking on
al the doorswithin that unit building. Just as | am about to get out of my car, Jordan's
gpartment door opens. There he stands, bare foot, wearing blue jeans pants. He looks
deepy. | wondered to mysdlf if he had forgotten that | was coming. | was taken aback at
his bare upper torso and his protruding belly. Does he exercise | wonder? Clearly, he
does not, because | cannot help noticing that he does not have any muscle definition in
his abdomina area, shoulders, back, and arms. Histhick black hair isflat on one side,
sgnifying thet he had been lying down.

| decide to dismissmy initia reaction to Jordan’s ppearance, as| convince
mysdf that he is obvioudy very comfortable with his appearance and that heisaso at
ease with me being in hishome and talking with him. As | set up my equipment, Jordan
disgppears into his bedroom, when he returned to the living room; he was wearing atee
shirt. But he remained barefoot throughout our interview.

Formative and Developmentd Years

Jordan was born in 1964 in asmall rura town east of Macon, Georgia. According
to Jordan, his mother’ s family was poor in comparison to his father’ s family, who were
not only rich and owned alot of land, but were also farmers. Jordan claimed that his
mother’ s family members were acoholics because they drank alot. Jordan is his
mother’s only son. However, he has one hadf sster and two hdf brothers on hisfather’'s
sde of the family. One of his brothers is the exact same age as Jordan, because his
“father was degping with two women at the same time. He was in the military...[m]y
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mother had an ex-boyfriend and married.” His mother and father never married each
other. His father did eventualy marry another woman, who Jordan cdls his ssepmother.
However, it was his mother who worked with him. He states “[g/he fed me, took care of
me, my mother’ s family they were supportive of me. My uncle, her brothers and sster
vigted. My father's Sde of the family never once visited me.”

Jordan’ s mother worked many jobs in and about Georgia and South Caroling, and
in her absence, his grandmother was responsible for his care. Although Jordan’s mother
worked various jobs, she dways came to visit him at his grandmother’ s house and at the
resdential school he attended. He was his grandmother’ s beloved first grandchild, and
she spoiled him. Jordan learned alot from his grandmother. She taught him how to cook,
“dressapig...chicken, ahen...[and] making biscuits” His grandmother also helped to
take care of Jordan’s uncle who was three years older than Jordan. Jordan considers his
uncle much like a brother because they grew up together, did things together, and hung
out together dl of thetime.

Where Jordan grew up, it was not uncommon to have a bevy of related cousins
and extended family members. He states “everybody was family.” Many of his aunts and
uncleslived on hisfather’ sland. Additiondly, he had many uncles who served on the
police force, dthough there was only “onered light!.” Jordan has two other deaf cousins,
but they did not go to the same school as he did.

Jordan contends that his mother consumed too much acohol. Jordan did not like
his mother’ s addiction to alcohal. All too often he had to drive family members around
when they were too intoxicated to operate their vehicle(s), even though he did not get his
driver’'s license until he was fifteen years old. Jordan himself admitsto drinking as well.
He gtarted drinking when he was twelve years old. He recalls frequent family fights and
atributed the source of familia arguments to acoholism. Despite his mother’ s addiction
to acohal, she was never intoxicated whenever she cameto visit him at school. Shewas

aways“clean and sober.”



Etiology of Desfness

Jordan became desf at the age of five after contracting the mumps. He did not
know sgn language and had to rdy upon home sgns, gestures, miming, his mother’s
fingerspdling skills, and acting out, until his mother could understand him. However
difficult the communication was between Jordan and his mother and her family, it was
harder with his father and his family. He recals that they “were not used...to [hig]
gestures...[becauseg]...didn't see me as much.” His mother grew accustomed to her son's
communication style, but Jordan’s father did not. The only way he and his father could
communicate was by writing, which was not aways successful. Jordan was fitted with
hearing aids that had to be strapped around his body and wired up to his ears. He had
only alittle hearing in hisleft ear, and he could not hear anything in hisright ear. Jordan
did not enjoy wearing his hearing aids because they gave him headaches. He declared, “it
made my eyes cross because it was too much going on...it made me crazy to ligen, it was
very panful. | redly didn't likeit...| just got bad headaches”

Educationa History

After Jordan’s hearing loss was discovered, he was taken to the Macon School for
the Deaf and Blind, but he was unhappy there and was soon taken out of that school. His
mother had heard about another state school for the deaf with aresidentia dormitory
program and decided to take Jordan there to be educated. Jordan recalls his mother taking
him to this school and staying with him for aweek. She dept in the same room withhim
and walked around the campus grounds as they became acquainted with the school. She
asked him if he liked the school, and he remembers telling her that he did. So he Sayed
after she left. He remembers crying and feding homesick. After awnhile, he got used to
the school. He remembers seeing people using their hands to communicate with each
other, and it was at this school that he began to learn Sgn language and became fluent
expressng himsaf with his hands.
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Jordan remained at the school for the deaf until he graduated. He lived in the
dormitory like many other Deaf students who attended state schools for the deaf and
commuted home on aregular basis. Jordan’s educationd experience includes language
learning and curriculum ingtruction. Language learning involved an introduction to
manud aphabets while smultaneoudy learning reading, writing, and communicating.
Additiondly, language learning was incorporated within the teaching of formd
curriculum. Black hearing females directed Jordan’ s ingtruction until the school for the
deaf desegregated in 1976.

Desegregating the school for the deaf was a managed process. Although schools
were mandated to desegregate in the sixties, the school where Jordan attended did not
attempt to follow the law of the land until 1976. The desegregation process took nearly
one cadendar year to complete. A smal number of black students (approximately fifty)
were selected to be bussed to the school where White Deaf students attended on adaily
bas's. These black students attended classes dominated by White deaf students and would
be bussed back to their own dormitory at the end of the school day. By the end of the
year, both groups of students were housed together within the same dormitory. Racid
tengon remained high within the classrooms and within the dormitory for an extended
period. But, the racid tenson eventually eased as black and White students became more
acquainted with each other and their communication styles became less different. Prior to
desegregation, the sign lexicons between the Black and White Deaf students were
dissmilar asthe White Deaf students had a higher command of vocabulary and sgn
ills.

Jordan does not recal seeing his black hearing teachers teaching classes after
desegregating the White school. The mgority of Jordan’s teachers were White, hearing,
and femde. These teachers were fluent in Sgn language communication. Jordan’s
education continued to include formd curriculum, but he was adso exposed to a mixture
of vocationd skillstraining classes. Jordan graduated from the school in the late
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seventies. He retained many of his school relationships and is involved with the Desf
community for the mgority of his socid interaction. He is presently not involved in any
forma educationd activity.

Adulthood Y ears

Jordan has never been married, but he has a common law wife with whom he has
been living with for fourteen years. They are expecting their second child before the end
of theyear. Their firg child died. She has two other children who are hearing whom
Jordan helps parent.

Jordan has had a tumultuoudy emotiond life. He has been committed to a mentd
hedth sate hospita three times due to depresson and suicida tendencies. He attributes
his experiences with the mentd hedth hospitd to “family ... [and] work issues.” One
such example isthe time he learned that his mother had used his name in order to
establish household utility services. Jordan recounts how upset he had become when he
wasinformed that there was an outstanding bill in his name, which needed to be paid
prior to getting his services started. He learned that his mother had started using his name
when he was fifteen years old. He has made a promise to never treat his children the way
his mother treated him. Today, Jordan and his mother are on good terms. He visits with
her regularly, since she livesin close proximity to his home. She has stopped drinking
and smoking due to hedlth problems. Furthermore, Jordan’s mother’ s communication
kills have improved, because she was required to learn sign language for a ate job that
she had obtained.

Jordan never developed a close reationship with his father. Jordan maintained
that hisfather never visted him while he was at school. He only saw his father when he
commuted home via the Greyhound or Tralways Bus service. His mother always paid for
his trips home. Jordan does recall his father renting out a tuxedo and buying shoes, as
well as, loaning him his car to take his date to the senior prom. He aso recdls his father
being proud of him when he got ajob and bought a car. Jordan believes his father was
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proud of him because he was able to get ajob and buy a car without parental assistance.
Jordan’ s father died in 1990 from a cancerous tumor, and upon his deeth, he left dl of his
belongingsto Jordan’s half brothers and haf sster. Jordan maintains that he did not
concern himsdlf with hisfather’ sfina decison because unlike his haf brother and half
sgters, he never asked his father for “handouts.” Jordan does maintain that whenever he
had an emergency, hisfather did help him.

Jordan misses his grandmother who died in 1999. It fell on his shouldersto “ pull
the plug on her because she was gone. So one of us had to do it. And | was the one. My
uncle asked meif | would, and | had to be the one.” Jordan does not have avery close
relationship with his haf gblings. He feds that vigtations between himsdf and his hdf-
sblings have dways been one sded. He maintains that he is the person who aways goes
and vidtswith his sblings, and, in spite of his many invitaions, they have never cometo
vigt with him. Jordan cares about his children and gives them the support that they need.
His oldest son will be graduating from high school and plansto atend college. Jordan is
concerned about how he will finance his son's educetion.

With respect to leisure activities, Jordan enjoys being areferee for basketball
games. He aways liked basketbdll, but found that he enjoyed refereaing better. A locd,
but recognizable, basketball player got him to ajob as areferee. This person had played
professondly for both the Buffalo and Hawks franchises. Unbeknownst to many people,
this basketbd| player aso grew up around Deaf people. After he retired from professona
ball, he began to devote his atention to introducing young Desf girls and boys to the
gport. He saw that Jordan had a knack for refereeing and provided opportunities for
Jordan to learn, train, and practice his skill in order to build a career in thefied.

With respect to Jordan’s employment status, Jordan is presently employed with a
federd agency. He obtained his job shortly after he graduated from high school in 1984.
He recdled being cdled to work after filling out an application with the agency and has
not worked anywhere e'se ance. Jordan aso enjoystraveling. He recals hisfirst red trip
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out of town to Cdliforniafor the Olympics. He remembers the excitement as well as, the
lack of experience he had in planning histrip. Since that time, he has traveled to many
other places and enjoys each of his experiences. He recently purchased aluxury Cadillac
that he proudly displays. As Jordan reflects over hislife and the decisions he has made,
he can only think of two things he would like to change. Firgt, he would have liked to
have bought a house, instead of wasting his money. Secondly, he would have preferred to
have had only two children and raised them together in his house. He does not like
having a“ split family.”
Language, Communiceation, and Socid Interaction
Despite Jordan’s hearing loss, he maintains that he had a happy childhood. He

described hisfedings as,

just happy growing up. | was! | was happy. | played. | did

things you know uhm like there was news on the T. V., on

the moviess, my mom would sgn, she explan wha was

going on. My uncle would help me to undersand and uhm,

there was no captioning in those days, we didn't have close

caption with my T. V. Mother and she would like interpret

what was going on. | was happy! | was happy! Like what

was going on in the news so somebody’'s laid out on the

dregt or something, my grandmother’s like what's going

on, what's going on, shes say ‘oh somebody’'s been

stabbed’, she would mime it. Somebody’s been stabbed,

shed explan it to me. And mogt of the time, you know

they cared about me. They care about me and tel me what

was being sad, what' s going on.

Although Jordan had a close relationship with his grandmother, uncle, and

mother, he remembers being lonely. He sated that he was “kindadone dl thetime.”



Communication with his hdf brothers and Sster was more difficult, because they did not
want to learn how to Sgn with him. He felt that “they didn’t care. They didn’t want to
learn to communicate with me as a deaf person. So that was hard. A hard Stuation.”
Jordan has experienced happy timeswhile at his school. He made many friends

and had girlfriends. His happiest times were in the dormitories because everybody was
adways sgning. On hisbi-monthly vist home, he experienced |oneliness because nobody
sgned. He aso experienced mixed fedlings when it was time to make a decison to go
home or stay in the dorms with hisfriends. He recdls,

| like staying, | liked coming home, both. Because...I'd be

pretty lonedy when | would come home. I'd be the only

one. Now if | was there a the dorm, ahhhhh!...if | Sayed in

the dorm, [t]hen there was a lot of people to tak to and that

was better than coming home.

Perhaps another reason he was ambivalent about coming home was because his mother

drank. When he would come home, his mother would be drinking and “chatting away and

I’m judt gtting there” Despite his mother’ s addiction to acohol, she was dways “clean

and sober” whenever she cameto vigt him at schoal.
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Lloyd: Age: 34, Disability Satus: Hard-of-Hearing, Native Language: Spoken English,

can communicate using AS..

The Introduction
Lloyd isaBlack adult mae who interchangeably refersto himself as hard-of-
hearing or hearing impaired. He has had (until recently) “ seventy-five percent hearing” in
hisright ear and no hearing in hisleft ear. In 2001, Lloyd' s hearing began to destabilize
after an ear infection. Asresult, he began to experience adeclinein his hearing ability.
Consequently, Lloyd was forced to wear his hearing ad. Prior to the ear infection (which
was Lloyd' sfirgt experience), he could function independently of an assstive device. The
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ear infection caused Lloyd to experience two additiona sde affects. Firg, Lloyd became
dependent on his hearing aid. Secondly, it forced him to become more conscious of his
hearing loss, which, Lloyd contends, had not been amgor problem.

Lloyd showed up a my office unannounced and unexpected, after leaving college
in the early nineties. And while | was excited to see Lloyd, | was internaly embarrassed
because | had forgotten his name. | must admit that remembering names has never been
my srongest suit. | silently chided mysdlf for my mental faux paux as| invited Lloyd to
gt down for a conversation about hislife. While he talked, | began to consider him asa
possible candidate for my study. | asked Lloyd about his background, specificdly, the
length of time of his hearing disability, educationa background, residency, economic
gatus, and age to determine his digibility for my study. Lloyd' s responses indicated that
he met the criterion for my study.

Lloyd's unexpected appearance represented an opportunistic moment for me, yet |
did not want him to fed asif | was taking advantage of him, so | carefully broached the
idea of participation. | began by talking to him about my life, such as persond
milestones, professona development, and academic pursuits. | talked about how my
interest developed for my study and why | felt compelled to do research targeting African
American men who are Dedf or hard-of-hearing. | concluded my conversation by asking
Lloyd to become a participant. Lloyd sinitid response was one of hesitancy, which was
cearly undersandable, given that | was asking him to talk about his learning and
schooling experiences. | continued to talk about various and sundry things related to my
study in order to ease any concerns he had about sharing persona information and
educationd history.

When Lloyd consented to dlow me to interview him, we exchanged business
cards, which included our names, telephone numbers, email addresses. | wasrelieved to
get his business card, because | did not want to confessto him that | had not remembered



hisname! Nevertheless, | was grateful for a chance meeting that brought Lloyd back into
my life and, ultimately, into my study.
Formative and Developmenta Y ears

Lloyd is the second child of four children. He has an older brother and two
younger sisters. He also has two other haf ssters and one half brother. All of Lloyd's
sblings are hearing, as are his parents, grandparents, and extended family members.
Lloyd and hisfull-blooded brothers and sisters grew up within a close-knit family unit.
Hefdt that his family accepted and respected his hearing loss, and, from time to time, he
got preferentid trestment because of his disability. But there were times when it was
frugrating for LlIoyd to be the only hard- of- hearing person within hisfamily. Herecdls
how he “used to bug [hig] family to death [when] they would be watching television. [He]
would wart to know everything that [was] going on, cause, like everybody [would] be
laughing... and | like you know what did he say?.” Today, heis grateful for closed
captioning, because he would not know what he would do without it.

Lloyd and his shlings atended the same school s together. However much to
Lloyd's astonishment, he has admitted to being the only sibling to have earned his high
school diploma, attended, and graduated from college. Asachild, LIoyd valued his
education and worked diligently with his studies. Lloyd' s father was a high school
graduate, but his mother was not. Nevertheless, Lloyd’ s mother played an instrumenta
role in her son’s educeation. She was the primary caretaker of the children, because
Lloyd'sfather was frequently away from home. He transported goods across the country
asatruck driver. Lloyd recdls hisfather being home for very short periods and therefore,
not involved with his son's education.

Etiology of Deafness

At the age of five, Lloyd becameill with vird meningitis. This virus attacks the
spind cord as well as the auditory nerve leading to the cochlear, which is the hearing
organ of the inner ear. This disease caused Lloyd to become deef in his left ear and
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experience a decrease in hearing ability in hisright ear. His parents had him fitted with a
hearing ad, which at that time, was alarge instrument that needed to be strgpped around
his chest. He laughingly recdls what it felt like to wear his new hearing aid. He Sates
that he felt like he was a“robot,” because his hearing aid hed,

straps that went al around, that had a cord that went up into

[hig] ear... | didn't like that a dl, but as time went on,

technology moved dong with it, and they got smdler and

smaler. Thank God! | was able to get the one like | have

now intheear. | likethat just fine.

In addition to wearing a hearing aid, LIoyd aso was required to see a speech
teacher, who worked on his vocdization. Lloyd's parents were concerned about their
son's possible loss of gpeech. Lloyd recals his speech therapy sessonsasatrying
experience because he had to “repest certain things that she said.” He had to dso listen
for sounds, which was a difficult task to do, snce he could not see what she was saying.
Lloyd learned from his speech therapy experiences that he needed to see aperson’slips
in order to understand what was being said to him. He stated that he beganto “redize
how much [he relied] on ...faceto face ...communication.” Another reason Lloyd found
the speech thergpy sessions to be difficult was that he was required to learn how to
pronounce words correctly. He and his speech therapist worked on vocalization of words
such asfruit. More often than not, words that had f-r sounds, sounded more like “fwuit”
or “froot.” Interestingly, Lloyd's speech therapist did know the signed aphabet and
taught him how to form the hand shapes of the language. Thus, Lloyd grew up relying
upon hisresdud hearing within hisright ear, ahearing aid, verbd, and lip reading
abilities in order to communicate and interact with hearing people.

Educationd History

Lloyd atended high school from 1976 to 1990 and followed the traditiond path

of education. While in school, Lloyd recelved support services that emphasized speech



training in addition to education. LIoyd was usudly the only Deaf person in his school.
Lloyd was a highly motivated student and received local and nationa recognition despite
the fact that he received little help from his parents; that his teachers knew little about
deafness; and that lessons were ddivered in alecture format. The mgority of Lloyd's
teachers were hearing White femae teachers. After Lloyd graduated from high school, he
applied and was accepted a alocal university. However, he had to dropout because of the
lack of accommodations and attitudina insengtivity from hearing professors.

Compounding hislack of college success were hisfinancid problems.

Lloyd sought and received assistance from a divison of the federd government,
whose mission was to provide educationd and professond training for people with
disabilities. Subsequently, Lloyd was referred to a vocationd training setting to learn
office technology skills for employment. The secondary purpose of the training was to
shore up and sabilize hisfinancid stugtion. After successfully completing the training
program and finding suitable employment, Lloyd returned to college and earned his
Bachelor of Science degree in socid work. To date, Lloyd continues to pursue various
adult learning activities.

Adulthood Years

In 2000, LIoyd met and married a hearing woman with whom he had falenin
love. She ds0 had a son from a previous relationship, and Lloyd condders her child as
his son. LIoyd does not fed that his hearing disability interferesin his marriage.

However, there have been times when Lloyd' s wife has had to remind him to put on his
hearing aid when she wants to spesk with him. However, these reminders are infrequent
because LIoyd tends to remove his hearing aid just before retiring for the night, snce he
does not expect to be spesking with anyone. Lloyd spends his leisure time watching some
televison, reading, and going out with his family. He does not listen to as much music as

he once did.
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Lloyd continuesto live hislife as he did in childhood, as a sdif-started and highly
motivated man. He continuesto drive for success. He believes in problem solving and
enjoys thinking about ways to resolve issues that impact the lives of people with
disabilities. His philosophica view about helping can be atributed to his first exposure to
the Deaf community. It changed him and gave him focus. Today, heis grateful to beina
profession where a person’ s contribution can make a difference in a Deaf person’slife.
When Lloyd isable to hdlp, it is the most rewarding experience he can ever have.

Employment History

Lloyd is currently working as a part-time college instructor teaching students
beginning 9gn language. Prior to his current position, he worked for an organization thet
provided services for the ederly. He worked long hours, which often prevented him from
gpending time with family and friends. Furthermore, his job kept him from being
involved with the Deaf community, which he had been actively involved with both
persondly and professondly.

Language, Communiceation, and Socia Interaction

Lloyd was introduced to the Deaf community in his early twenties. He had been
referred to aloca governmenta agency that provided services for Deaf and hard-of-
hearing clients. He had been sent to this agency to get office technology training in
preparation for employment. While LIoyd was clearly interested in acquiring knowledge
and training for employment, he so wanted to learn sgn language. Lloyd felt motivated
to learn sgn language in the event that something happened to his hearing. In doing o,
Lloyd was dso able to communicate within the Deaf community. Lloyd' s foresight
proved to be prophetic as he states that Sgn language has “become something that’s
important to me.” Lloyd congders hisinitid exposure to the Desf community a
rewarding experience. He has been able to meet alot of new people and make new
friends. In fact, it was his exposure to the disabled community that caused him to
condder getting afour-year degreein socid work. He states that his exposure to deafness



“opened up awhole nother set of doorsand | ended up going to get my degree in socia
work...[*clause that wasn't something in my mind back then.”

While LlIoyd's exposure to the Deaf community opened new doors of
opportunities, it aso created an aperture in hislife as he began to understand the redlities
of his dua memberships within the Deaf and hearing communities. Lloyd hastried to
help and/or explain to his Dedf friends why they have difficulty in obtaining suitable
employment. He has seen how Deaf members who rely totaly on sgn language are
disadvantaged when a Sign language interpreter is not available and when they are trying
to communicate with hearing people. LIoyd has seen Dedf friends become frustrated with
hearing people because they cannot understand their written notes or letters. LIoyd has
seen his friends give up trying to communicate with hearing people because they do not
have good English or reading skills. At the sametime, Lloyd redizesthat heisnot totaly
immersed in Deaf culture. He Sates,

| am not immersed in the Deaf culture, because | grew up

around hearing people...once you get to a certan age in

your life, if you've not been exposed up to that point, |

don't think that you ever redly become fully immersed in

the Dedf culture, honestly. | mean you can socidize dl you

want, you can go to dl the different events and everything,

but | think you're dill...be different in certan ways,

because ...you didn't have the same experiences...[that]

they had.
But as Lloyd continued to reflect on the differences between himsdlf, the Deaf and the
hearing communities, he notes how “we relooking a aworld that's changing. But its Htill
caters more to the hearing world. ...if you're able to communicate verbdly, then...you' re

aready at an advantage as far as being able to access certain resources.”
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Hearing people make the tension Lloyd has experienced between the two
communities more complex because of his persond experiences with atituding
insengtivity. He has faced this tenson from child through to adulthood. He has
experienced teasing about his hearing impairment from children who would come up
behind him and say something to him, knowing that he would not be able to understand
them. Even today, adults can be as insengtive toward his hearing disability. Lloyd recals
an incident while riding on a subway train with afriend. Hearing people were talking
about him behind his back unaware that L1oyd was able to hear them. Lloyd confronted
the hearing people about their rude behavior and insengtivity. He noted that they were
“shocked” upon redizing that he had indeed heard them. He reminded them that it was
“not nicg’” and “how would you like for someone to pick on you, if you had a disahility.”
In Lloyd's youth, he would have chosen to avoid, ignore, and/or laugh off the hearing
children’s harassment, but today, he does not.

Anacther way Lloyd has experienced tension within the hearing world has been in
the way he socidizes with people. He explains,

when | sodidize it [is dways in smdl groups...| never

[oet] together with a large group of people...because

everybody’s taking and | can't.... keep up with everybody

and | can't understand what's going on. And you get

embarrassed because somebody may say something to you

and you don't even know what the conversation was about

up to that point...s0 to keep from embarrassng mysdf...|

stay away from large groups.
Another example can be found in the way he has had to learn how to communicate with
hearing people. In order for Lloyd to dearly understand whet is being said to him, he
mugt rely on adud form of communication. It is difficult for him to understand what is
being said to him if a gpesker has his’her back to him, or if the individua decidesto
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“mouth...out thewords’ and not verbdize anything. He knows that he must listen as well
as read a speaker's lips. To complicate matters further, he has to adjust for the diversity of
lip shgpes and formation. He has found that individuds “who have lips that they amost
don’t have no lips...and they start talking” he hasto work harder to decipher what they
are saying. For Lloyd these types of speskers with the dmost no-lips are the worse kind.
They arelike a“nightmare’ to lip-read.

Allen: Age: 29, Disability Satus: Profoundly deaf, Native Language: Sooken English,

does not use sign language to communi cate and has discer nible speech.

The Introduction

Allen entered my life as a nineteen-year-old college freshman student seeking
sarvices for Deaf and hard-of-hearing students. However, what first impressed me most
about meeting Allen was not the young, naive, nervous looking boy, but rather his
mother. Allen’s mother had brought her son to my office requesting information about
the services provided to Deaf and hard-of- hearing students attending college. At that
time, Allen’s mother reminded me of a protective mother goose who walksin toll with
her young ducklings.

As Allen’s mother discussed her concerns for her son’s academic success, it
became evident that she clearly loved her son, and that she was his biggest advocate.
Allen’s mother informed me that her son had had speciadized services in the schools he
attended (i.e., one-onone tutorid; was placed in a salf-contained classroom
environments, had teachers who worked directly with him on various subject matters,
eg., foreign languages). These services enabled Allen to have a strong functiond
academic base from which to learn and to successfully pass the high school basic skills
graduation test. Allen’s mother had good reason to be concerned about her son's

collegiate success, because unlike many of the Deaf and hard-of- hearing students |
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served, Allen relied primarily on hislip-reading skills to communicate and did not know
sgn languege.

As Allen’s mother talked about her son’ s schooling experiences, | began to reflect
on the obstacles Allen would face at the college level. | knew that | would be able to
assig Allen with establishing some of the same services with which he had become
familiar, but | aso knew that he would not have the luxury of having a sdf-contained
learning environment, nor would Allen have a college instructor who would work with
him on aone-on-one basis. | aso knew that without a secondary form of communication,
Allen’slip-reading skills would be more of an obstacle than a help. Therefore, |
recommended to Allen and his mother that he learn sign language, which | believed
would facilitate his learning experiences.

Allen’s mother agreed with my assessment. She convinced her reticent son that
my advice was well founded. Allen registered for Sign language courses as well as other
college leve classes and began his academic journey. Little did | know from thet initid
mesting, that one year later, Allen’s mother, alady | would come to love, respect, and
admire, would die from breast cancer. Nor could | anticipate that Allen would loose his
motivation to continue with his college education, drop out of school, and out of sght. |
made every effort to say in touch with Allen after his mother’ s deeth, to convince him to
return to school, but my efforts were of little avall.

In 1999, a chance meeting with afemale student diagnosed with a chronic and
dehilitating disability brought Allen back into my sphere of influence. Asit would turn
out, this female student was Allen’ sfirst cousin, and she brought me up to date on his
life. Through Allen’s cousin, | was able to re-establish my connection with Allen by
periodicaly sending him greetings, brief messages, and/or letters. Thus, it was through
his cousin, that | was able to ask Allen to participate in my study. | asked her torlay a
message that | wanted to speak with him about a project in which | was engaged. Twelve
dayslater, Allen cdled meviaTTY.
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| was surprised that Allen would cal meusingaTTY given that in the past, he
often cdled me verbdly. Allen and | exchanged greetings and talked about various and
sundry persona events that had happened in our individud lives. Allen reveded quite a
bit about himsdf during our TTY conversation (i.e., his marriage, subsequent divorce,
and present living arrangements), as well as agreeing to participate in my study. He gave
me two dtipulaions. Firdt, he preferred that we talk directly to each other without the use
of an interpreter, because they confused him. Secondly, he preferred to meet me at the
college where | was employed instead of his home.

Allen arrived & the interview location we had agreed upon during our TTY
conversation. However, when he waked in the room where | was preparing for our
interview, | was absolutely stunned at his change from a shy, inexperienced, naive, and
young boy, to atal, extremey handsome, muscled man, sporting a Sx-pack ssomach and
well-defined pectoris chest, shoulders, biceps, and triceps. He smelled of an after shave
cologne reminiscent of Old Spice, wore reflector sun-glasses, aform fitting ribbed short
deeve tee-shirt, that featured a body that gave evidence to a strong work-out regime. He
wore avery neat and closely barbered haircut long with a pierced silver hoop earring in
each ear. Hisfingernails were buffed with a natural shine and were cut squared and nest.
He wore sandds and no socks. On hisright wrist, he wore alarge slver-like metdlic
gports watch. But it was his amazing good looks that captivated my attention. After our
interview, | continued to reflect upon Allen’s exceedingly good looks and wondered why
| had such a strong reaction to his handsome appearance. The answer would come to me
with aredity shock. Somewhere in the gpan of time, Allen had grown up and matured
into aman. Ye, | had retained in my memory banks, the image of his physicd
appearance, as ayoung inexperienced teenager who was naive about life.

Formative and Developmenta Y ears

Allenisone of two children. His parents raised their sonsin asmal but

predominantly White suburban city gpproximately thirty-five miles south of the



metropolitan arport. Mogt of Allen’s friends were middle-class White Americans. White
American children and teenagers predominantly populated the schools where Allen
attended, and; therefore, Allen tended to participate in extra-curricular activitieswith
these same students. Allen dso interracidly dated White American girls, and,
consequently, Allen experienced racid tenson with White American adults.

Allen isthe only desf member in hisimmediate and extended family. Hisfather,
mother, and brother are dl hearing. Furthermore, neither Allen, his parents, brothers, or
members of his extended family learned sgn language. Allen’s primary language was
gpoken English. He learned to communicate with his family by lip-reading and by asking
them to speak dowly and to repeet themsdves. He recdls extended family members
teasing and making fun of him because of the way he needed to communicate with them.
Y e, hemaintainsthat it was no “big ded.” Allen pragmatically summed up his fedings
about deafness as just a“hearing problem,” it is*“[slomething [that ig] live[d] with.”
Further, in his view, some Deaf people are worse off in comparison. With this pragmetic
view, Allen never dlowed his deafness to be become a barrier to anything that he wanted
to do.

Allen credits his attitude towards his deafness to his mother. His testimonia
comment about his mother’ sinfluentia presence was analogousto “glue’ that could hold
afamily together. Allen’s mother was committed to both of her sons' success and played
avitd rolein their education. However, because of Allen’s hearing loss, she had an
affinity towards her younger son. Allen recdls his mother as being a*hands on” parent
aways making sure that everything was working out well for him. Allen relied and
depended upon his mother’ s presence for guidance, direction, support, and love.
Allen’ s rdationship with his father was an dl-together different Stuation. Allen
remembers his father as“just being there.” It bothered Allen that his father was not as
moativating as his mother. He often “wished” that his dad had pushed him more;
especidly after his mother died in 1992 from breast cancer. Allen States, “ some people

120



need to be pushed, some people need to be motivated. My dad was never likethat.” Allen
believes that had his mother lived, both he and his brother would be in a different place
than where they are today. He aso believes that both he and his brother would have
finished college. After her deeth, they both lost their motivation and interest in college
and dropped out of school. Allen believed his whole outlook on life was directly affected
by his mother’s death. His following comment reflects his philosophica perspective
about life and death of asignificant loved one. When “you lose somebody who's very
closeto you” it changes your outlook on life.
Etiology of Deafness
Allen’s hearing loss was discovered at the age of four when he firgt attended pre-

school. Allen recounts, “at firgt, the teacher thought | was being red hard-headed, | just
waan't listening. But she found out that | was hard- of-hearing and after that | went to get
my hearing aid.” Allen’s parents did not notice thet their son had a hearing loss when he
was born. When Allen asked his mother about how he became desaf, Allen’s mother
explained to him that she remembers him being able to hear. He stated that “[s|he would
cal meand | would turn around and say what. So if | was born thisway [deaf sic], | don’'t
know.” Allen does not consder his being deef as asgnificant part of hislife. During his
developmentd years, he was not exposed to Deaf culture nor did he meet any members of
the Deaf community. He states,

| don’'t dlow it [my deafness| to become a big part of my

life, ah, being deaf may kegp me from doing certain things,

but because of my upbringing and because in my growing

up dl my life around hearing population, its kinda, its not

had for me to function in everyday life so...unless you

don't hear me speak, or unless you tak to me, you could

never tell that I'm deaf, cause a lot of people are surprised
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when | tdl them that I'm deaf, or somebody dse tels them
that | am deef, they [are] very surprised to heer it.

Allen physcdly substantiates the above quote by not wearing hearing aids that
are typicaly worn by many Deaf people. Allen’s hearing loss is classfied as severe. He
has been medically advised to wear hearing aids that are worn behind the ear, because
they are stronger than those devices that can be worn inside the ear. However, Allen does
not like to wear the behind the ear hearing aids because they “stick out” and make him
look different. He dso states that hearing aids do not help him to hear * 100 % exactly.”
Without his hearing aids, Allen can hear low pitch noises and/or deep sounds like a*“bass
drum.” Conversdly, Allen cannot hear high pitch sounds like a* doorbell, police sren or a
cymbd.” If Allen wore his hearing aids, he could “hear the high-pitch sounds,” and
peoples’ voices, but he would still misunderstand and/or miss out on “some words or
gpeeches.” Thusin Allen’s estimation, hearing aid devices do not help him to hear better.
In spite of Allen’s severe hearing loss, he still managed to learn how to speak. However,
he is not certain how he learned to speak because he does not remember “being able to
hear.”

Educationd History

Allen began and ended his educationd experiences within amainstream school
setting. Depending on the subject metter, Allen received ingruction within a self-
contained classroom environment, individualized ingructions, and/or learned with his
hearing classmates. He had hearing teachers, tutors, and speech therapidts.

Allen recaled an experience when he was suspended from the footbal team (one
game). Allen associated his suspension to the fact that he was bresking the school rules
about tardiness. The schoal officias told him this was the reason for his suspension
because he was “late to class.” However, the red reason for Allen’s suspension was that
he was seen accompanying his White American girlfriend to her classes. According to

Allen, his parents never seemed to be bothered about his interracia dating experiences,
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and therefore, wanted to come to their son’s defense. However, Allen pleaded with them
to refrain from any confrontationd action. Allen maintains that up to that point, he had
been naive about issues surrounding race, racism, and racid discrimination, but this
experience opened his eyes.

Allen does not recal experiencing any discrimination towards his hearing
disability while attending high school. He asserts that the students and faculty saw him as
ablack student. Thus, any discrimination Allen encountered was race related. According
to Allen there was “racid tension, between black and Whites at that high school.” But
Allen did experience discrimination reated to his hearing disability. He remembers being
cdled a“dumb little deaf boy” by one of hisjunior high school teachers. Naturdly, his
mother caled a meeting with the principa and confronted Allen’ s teacher with the
accusation. Consequently, the teacher lost her job.

After he graduated from high school, he gpplied and was accepted into a two-year
college. Allen dropped out of college without completing his academic objectives. Allen
is not currently engaged in any adult learning activities.

Adulthood Years

Asan adult, Allen refuses to have any relaiond experiences with White
American femaes dueto his past experiences with racism while atending school. He
contextudizes this experience as wdl as other Situations deding with racism with the
following statement. “1 don't socidize with Whites as much, hardly at dl because of my
experiences in high school that changed me. When | looked back onit, it kinda gets me
upst.” Allen didikes visting his*“hometown” (although his father has continued to live
there), because of the bad experiences he had encountered with racism. He states, “1 can't
stand to [go] back to...where | grew up. | don't likeit...[i]t' samostly White town and |
had bad experiences.”

Allen describes himsdlf as aloner. He has very few friends. He clams that he has
one best friend who is hearing. Y et, Allen prefersto keep to himsdlf and often avoids



people he does not like, or is unhappy with, and/or who are disrespectful to him. He does
not socidize extensvely with members of his extended family for two reasons. He
congders some of his cousins as not decent people. He has cousins who are drug dedlers
“running the street, going around disrespecting people, carrying guns. ..not trying to do
anything for themselves. ..l avoid them sometimes for the mogt part.”

The other reason Allen does not like to be around this extended family is because
of the way that they treet him as adeaf person. He fedls that when his aunts, uncles, and
cousinslook a him, they see him as different. Allen abhors being seen as different. When
family members spesk with Allen, he feds that they talk to him asif he were supid.

Allen has to remind them that “you don't have to talk to me like thet, just talk to me
normdly, just talk dower, but don't talk to me like I’'m stupid.” So, Allen avoids taking
with some family members when he atends family functions and gatherings. Allen

assarts that his fedings are not necessarily negative or positive, for he maintainsthat heis
“just one of the guys.” To Allen, being treated as an equd by hisfriends and family is his
ultimete wish.

Allen’s rlationship with his father has remained tenuous a best. They are not
close. Ther rdationship has been further strained since his father’ sremarriageto a
woman that Allen has worked hard to accept. Allen vidts his father infrequently and
prefersto live alitary lifestyle away from hisimmediate and extended family. Allen
and his brother remained close after their mother died, but about two years ago they had a
serious conflict. Today they too live separate lives.

Allen was previoudy married for two and a haf years and is now divorced. He
married a hearing woman who was adso a Jehovah's Witness. However, she was not
practicing her religion when they married. Allen attributes the breakup of his marriage to
hiswife' s decison to resume her religious practices. He contends that his wife was
adways away from home participating in various religious activities. They did not have
children together. Presently, Allen lives with atwenty-four year old hearing woman, and

124



125

they have been together for afew short months. Allen would like to remarry and have
children (his preference isto have little girls), but he has decided to remain unmarried
until he meets the right womean.

Presently, Allen is not engaged in any specific hobbies or leisure activities, but he
has often thought about becoming an air force pilot. He knows, of course, that the
military would not accept him because of his* hearing disability.” Allen Strivesto be
respectful of people, regardless of their race, creed, religion, or beliefs, and he tries to be
nice to everybody. Allen often “wish[es] that everybody could be nice to everybody, but
it'snot like that. There's bad people everywhere [and | have] a problem with that.” Thus,
“that’ s why he kegps to himsdlf to the most part.”

Employment Higtory

Allen currently works for an internationa organization that delivers packages all
over the world. He has been employed with this company for eight years. He has seen
other Deaf and hard-of-hearing employees hired, fired, and/or quit. He has even
participated in many of their training and orientation activities. In fact, Allen has
frequently been usad as a Sgn language interpreter. Allen seesthe irony when his
company uses him, a deaf man, as asign language interpreter for another Deaf person. He
gates “[i]t's kinda funny because you got two deaf people, with another degf trying to
listen and interpret for another deaf.” He is aware that the company’ s reliance upon his
sgn language killsto assigt with the training of deaf employeesis not in compliance
with the Americans with Disabilities Act (ADA) law, but Allen admits that he does not
mind helping out and is often available to Deaf employees to explain how work needsto
be done.

Allen’s multiple respongbilities have served him well by enabling opportunities
for promotion. Nevertheless, Allen has faced on-the-job discrimination. One such
exampleis his company’ s sanding policy for passing a physica examination which
includes a“whisper test.” In order to be consdered digible for certain job opportunities,



interested employees must be able to hear sounds above awhisper. This policy has made
Allen indigible for jobs for which he is atherwise qudified. Allen believes thet this
policy isinherently unfair to deaf employees and thinks that he could legdly chalenge
this rule on the grounds of discrimination againg people with disabilities. But presently,
Allen prefers not to chalenge his company’s policy because he is satisfied with his
current position.

Language, Communication, and Socid Interaction

Interestingly, Allen’slip-reading skills have uniquely situated him to observe the
practices of discrimination againgt Deaf people who communicate by using sign
language. Based upon these tacit practices of discrimination, Allen has concluded that he
has a communication edge over Deaf people who rely on Sgn language to interact with
hearing employees. For example, Allen’s company’s business is time sengtive, and;
therefore, employees have little time to be repetitive with ingtructions and/or requests. He
has observed how impatient and frustrated hearing employees become with Deaf people
who sign. He has also observed hearing people refuse to take the time to write down
ingructions and/or requests with their Desf co-workers. With Allen, hearing employees
can tak directly to him, and, in return, he relies upon his lip-reading skills to understand
what isbeing sad to him. Allen makes note of the way hearing employees avoid Dedf
people who use sign language in socid settings. On many occasions, Allen has seen a
Desf employee sitting aone while hearing people St together talking, chatting, and
laughing together.

Unlike his Deaf co-workers, Allen knows that he can verbally socidize with
hearing employees, and he attributes his communication edge over profoundly Deaf
employees to his educationa exposure a hearing schools. However, Allen believes that
had he not attended hearing schools that he would be sharing the same fate as his Deef

co-workers at work.
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Allen’s unique vantage point of observing the explicit and tacit differences
between Deaf and hearing employeesis further supported by hisintroduction to Deef
culture while in college. Prior to his freshman experience, Allen had not been exposed to
Dedf culture. At college, he learned sign language and learned how to communicate with
Deaf students. He became active in Deef reated collegiate activities and was somewhat
involved with the Deaf community. Y et, despite his exposure to Sgn language, Allen
contendsthat it “felt awkward” and that he “never got usetoit.” Furthermore, he did not
make close and lasting friendships with his Degf college peers, nor did he form any
rel ationships with members of the Deaf community. After Allen dropped out of college,
he returned to his former life as a Black man living within a hearing society.

James: Age 27, Disability Satus: Profoundly Deaf, Native Lanquage: Prefer ASL, relies

on lip-reading skills, and has some discer nible speech capacity.

The Introduction

Four years ago, | met a hard-of- hearing African American woman & alocd
college. | found her to be (at thet initid encounter) smart, warm, witty, and intelligent.
Through the years, my initid impression of this woman remained unchanged, as we
established afriendly rdationship. In the fal, 2001, she gpproached me with an unusud
request. She was taking a sign language class and needed to know if | could introduce her
to aBlack Deaf person for her to interview for aclass assgnment. Aswe conversed
about the specific nature of her assgnment, the issues we found relevant for her report
were aso important to my research. At the end of our conversation, she told me that she
hed a male friend whom she thought would be interested in participating in my study. |
chose not to formally meet her friend & that time, Snce | was ill ayear avay from my
collecting data phase. However, | wanted to maintain the integrity of the contact and,
therefore, promised to stay in touch with her. From timeto time, she and | would run into
each other at various Desf related activities, and in the course of our socid interactions,
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she kept me informed of her friend’ sinterest and desire to be part of my study. After
receiving my committee' s gpprova to move ahead in early Spring, 2002, | contacted her
and asked for her friend’ s tdlephone number and name. She gave me her friend's name,
James, and his teephone number. | caled James from my home residence by using the
Georgia Relay Service Center and formally introduced mysdlf to him. Jamesand | agreed
to meet a his apartment home.

Jamesis gpproximately 5 ‘9 ft. tal and sports a clean-shaven Michadl Jordan
head style. Heis aphysicaly stout man weighing approximately 210 Ibs. James primary
communication preference is American Sign Language (ASL). Y et, on the day we met,
he greeted me with a very soft but distinguisheble whisper, dl the while Sgning his
sutaions. Jameslivesadonein asmdl resdentid gpartment community southwest of
the metropolitan Atlanta area. In one direction, and nearly two miles away, isamgor
shopping mdl frequented by predominantly black patrons, two corner churches, a
grocery store, and alocal beer and wine store. In the opposite direction isastrip mall, a
local college, various county and state governmenta agencies and facilities, fast food
restaurants, gas stations, and amagjor bank. Although his apartment complex is located
within walking distance of businesses, thereis dill, asense of intimacy as indicative of
the people who livein thisarea. Thefedling of intimeacy is reinforced once ingde the
gpartment complex, asthe residents walk fredly about on the paved sdewaks. The two-
gtory apartment buildings within the complex are in sharp contrast to the more modern
four or five-story gpartment communities.

The complex isagated community that can only be accessed with a card key.
Once ingde the complex, there are winding paved roads that branch out in multiple
directions leading to various apartment buildings. Along the paved roads and sdewalks
aretdl trees that provide shady respite for the waking resdents and densely Stuated
shrubbery. The building where James livesisin dose proximity to the I-285 expressway.
However, it cannot be seen from the parking lot. Separating James' apartment building
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and the expressway is very dense green foliage. Although, the fast moving vehicles and
elghteen-wheder trucks can not be seen, they can till be heard as they whiz past his
hidden apartment complex. James gpartment is Stuated on the second floor occupying a
corner end with a patio that overlooks the parking lot. The parking lot can be seen from
the living room petio door. The décor of James apartment home is one of functiondity,
with awrgp-around sofa couch, an entertainment center with a color television, and
pictures of histwo children. Hisliving room is done in earth tones, beige, and brown.
Formative and Developmentd Years

James gates that he is the only Deaf member within hisimmediate and extended
family. He is the oldest of histhree hearing brothers and hdf-siter. His parents have
been married to each other for twenty-nine years and raised their children in the state of
Illinois. They eventualy moved their children to Georgia when James was
gpproximately fourteen years old. Both of James parents were employed, hisfather asa
police officer and his mother as an employee of the state. While neither of James' parents
attended college, he acknowledges their work ethics as he reflects on how “they just
garted working from the bottom and worked themsalves way up.” His father’s parents
are deceased, but his grandparents on his mother’ s Sde of the family are dive and il
married to each other.

Despite growing up within a supportive family environment, James experienced a
difficult childhood of multiple dimensions. On one leve, he had atroubled relationship
with hisfather, which heinitidly attributed to his deafness. In order to ded with his
fether, James often watched and observed his father in order to “understand him.” Ther
frequent arguments continued into James' teenage years. However, these arguments
began to abate as James matured into adulthood and because his father began to change.
Although they may Hill have problems today, James feds that they are able to work
through them. He cannat “imagine not having [hisfather]” in hislife today. Moreover,
James now connects his pagt difficult relationship with his father to their amilar
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persondity traits and characteristics, and, perhaps, to the maritd difficulties that his
father and mother experienced during his childhood.

In reflecting about the persondity differences between his mother and father,
James bdlieves his relaionship with his mother was much more tranquil. Consequently,
he grew up feding closer to his mother than his father. According to James, his mother,
“was the one that redlly took care of me the most and that’ s what | think helped me to
have a better relationship with her. | was rough on her when growing up, but she il
stuck by me.”

Etiology of Deafness

James gates that he was born with no hearing. But he recalls needing to wear
hearing aids around the age of four. At that time, he considered himsdlf hard- of-hearing
because he could hear alittle. James continued to wear his hearing aids until he was
eleven, but stopped wearing them after about with a high fever. According to James,
“after the fever broke, | had lost my hearing”[and] “it was just something that happened
overnight, | lost dl my [hearing] after that.”

While the difficulty James experienced with this father could be attributed to
persondity differences, James aso acknowledges that his deafness was indeed a
sgnificant and contributing factor. He experienced frudtration at not being able to “keep
up with [family memberg] who wastaking.” He had difficulty catching “everything thet
everyone was saying because alot of times people would talk at the sametime,”
epecidly a family gatherings. Adding to James' frudtration was the constant teasing he
endured with his school-aged classmates because he was Deaf.  Although his parents and
teachers were never aware of congtant teasing, his brothers did know about it. They often
came to his defense and would fight for him.

Despite the congtant haranguing among his classmates, James did have friends.
These friends were dl hearing and lived within his neighborhood. James deafness did
not interfere with hisfriends' comfort level and they played together quite frequently. He



hed both Black and White hearing friends, “some of them [he] is il friends with
[today].” However, some of these children who were unwilling to play with Jameswhen
they were young would later overcome their discomfort with James' deafness, but only
after they matured in high schoal.
Educationd History

James educationd experience took place within a mainstream school setting
(Stinson, 1994). He attended mainstream schools during his K-6 and 9-12'" grade levels.
In between these two schooling experiences, James attended a school for the deaf. The
magority of James teachers were non-9gning hearing, White femaes He had limited
exposure to teachers who used sign language to teach and ingtruct him. James received
formal ingtructions, thus, the mgjority of James educationa experience took place
around hearing students with no support services such as sgn language interpreters.
Although James had to rely upon tutors for his classes, he il had to rely upon his own
resources to learn in order to pass and graduate from high school. James did have a Deaf
teacher while in high school who taught James about world affairs. After graduating from
high school, James attended college. James contends that he had an enjoyable experience
while going to college. He recaived support services (Sgn language interpreter, tutors,
and notetakers) and fdt that he learned wdll. Jamesis presently interested in various
learning activities (i.e., bible study, rea estate classes, and sawing) and will often pursue
them according to hislearning needs.

Adulthood Years

James has two hearing children who are fluent in ASL. They livein lllinoiswith
their Desf mother. James met his children’s mother shortly after he graduated from high
school. Both James and his children’s mother attended college together. They pursued
their college education dong with nine other Deef gudents a a universty in lllinais.
However, James did not complete his college objective as his education was interrupted

when he had children. James has fond memories of his college experiences because he
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got to trave to “other communities and universities where there were other desf college
students.”

James is aman with strong bdliefs and a persond drive to succeed in life. He has
considered various career options such as becoming an educator, doing work at afunera
home, or more recently, sdlling real estate. However, the cost of pursuing professond
training for real estate has been cost prohibited. He is actively involved with the Black
Deaf community and is very concerned about how Black Deaf students are being
educated in the state of Georgia. He fedls that the educationa process of Black Desf
Georgiansisinherently unequa to that of White Deaf Georgians. He has observed far too
many Black Dedf students leaving high school with a certificate of completion or
performance, which is understood to be a specia educeation diploma. One way heis
attempting to address the educationd inequities is to encourage and motivate Black Desf
people to become politicaly involved with the Black Deaf Advocates (BDA). BDA isa
political and socid organization dedicated to promoting the rights of Black Deaf people
locdly, regiondly, and nationdly.

In his spare time, James enjoys reading and working on cars, which ishis passon
and his hobby. James' reading interests vary, but he particularly loves murder mysteries.
Unlike many Deaf people, James developed alove for reading a a young age because of
his mother’ sinfluence. He fondly recalls how hislove for reading began. He States,

| know my mother loved to read. | remember when | was

little; | read some of her books. She would read them first

and sometimes they weren't the right types of books |

should have been reading. But | learned a lot about reading

her books.
Today, he often stops to pick up a newspaper before he goes to work and/or visitsthe
library once aweek just to read a book. James developed his hobby of working on cars

while gtill ateenager. In fact, it was while working on acar as a teenager that served to be
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the defining moment that shifted the tumultuous relationship between James and his
father into the beginnings of understanding between them. James continues to work on
cars and is teaching himself how to do body paint by reading literature rlevant to paint
chemicds, equipment, and techniques.
Language, Communication, and Socid Interaction
Because no onein James family knew sign language, James taught and trained

himsalf how to spesk. James rdlied upon his hearing aids, his sdf-taught speech reading
and spesking skillsin order to communicate with his family members and neighborhood
friends. James was Sx years old when he saw sign language for the first time. He recdls
that,

| started to sign, it was maybe six years old. | saw the desf.

| became friends with them and Sarted picking up very

quickly. I remember in a week’s time, | was able to able to

pick up so much vocabulary and | just started signing. | can

remember that meeting this deef girl, who was sgning, and

| was curious to know what she was doing. So | wanted to

meet her. At firs, we wrote notes, but then | learned how to
gagn, very quickly.
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Jamd: Age: 27, Disability Satus: Profoundly Deaf, Native Language: AS. and has some

lip-reading capability.

The Introduction
There he stood. Waiting. He was standing there in the grass, in his stocking feet,
wearing swest pants, and an old tee shirt. As| drove around the bend towards his
goartment home, | got my first visud impression of Jamd. | think | was somewhat
surprised a his dight wiry physique, brown complexion, and Poindexter-like prescription
glasses. | an not a dl certain of what | truly expected when | first met Jamal, but it was a
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pleasant surprise to see a serious, but attractive looking man waiting outsde of hishome
for my arrivd.

| came to know Jamal by way of introduction from another participant in my
study. This participant had caled me with Jama’s name and telephone number. | was
advised that Jama worked the late night shift for a private company, and the best timeto
cdl him would be in the mornings. | followed this advice and cdled Jamd viaTTY
severd days later and introduced mysdf. During our initid conversation, | found mysdlf
reflecting over his command of hiswritten English skills. In fact, his articulate English
skillsimpressed me with each passing minute. As we continued with our conversaion, |
found mysdf musing about how much hearing Jamd actualy had. Was he (I wondered)
hard- of- hearing with a significant amount of residua hearing? Or was he profoundly
Dedf as| had been led to believe from my participant? If Jamd was hard- of- hearing,
perhaps this was the reason for his articulate English skills. He eventualy mentioned thet
he had been Deaf since infancy, which caused me to reflect over the following question.
If Jamal has been profoundly Desf since infancy how then did helearn to talk asif heisa
hearing person? | concluded my musings with amental commitment to inquire about
Jamd’ s command of English a our interview, which was scheduled to take place two
weeks |ater.

And 0, with great anticipation, | drove to Jamd’ s gpartment complex. During my
drive to hishome, | easily noted that he resided in one of the (reportedly) fastest growing
northeast counties in the state of Georgia Jama and his family live amidgt a thriving,
heavily trafficked, retail didrict, replete with restaurants, mini-shopping centers, two
mgor mdls, and high qudity hotds. This area, while predominately White and middle-
class, has agrowing African- American, Asan, and Hispanic population. The gpartment
complex where Jamd and hisfamily liveistranquil and aestheticdly pleasing to the eye.
It has dso been designed to accommodate single adults, college students, married
couples, and young families (as evident by the playground, complete with dides, large



tic-tac-toe puzzles, and swings). Throughout the gpartment complex are multiple tennis
courts, faux beach volleybal court with sand, swvimming pools, and planned green space
that circumference the gpartment complex in order to sllence the noise from the heavily
trafficked highway.
Formative and Developmentd Years
Jama was born twenty- seven years ago to hearing parentsin aloca hospita in
Georgia. His parents (who have now been married for twenty-sx years) had two children,
Jamal and his brother, who was born four years later. Jamd’ s father, who was 19 years
old, was sarving in the military a the time of Jamd’ s birth. His mother, a high school
graduate, was 17 years old. She later moved to North Carolinawhere Jamd’ s father was
gationed and then had Jamd’ s brother. Jama’ s father retired from the military after four
years of service and returned with his family to Georgiawhere they quietly lived in a
suburban areawest of Stone Mountain, Georgia. Jama recalls growing up as ashy, quiet,
and reserved child. He attributed his reticence to three reasons. The first reason was that
his parents did not dlow Jama or his brother to go out alot. Therefore, Jamal
experienced frequent periods of isolation. Secondly, he had atense and strained
relationship with his father and extended family members. Finaly, since no one but his
brother knew sgn language, Jama could not communicate and/or express hisfedingsto
people that he loved and/or cared about.
Since Jamd’ s parents did not alow him to go out, he was unable to develop

friendships with of the neighborhood children, nor did he make many friends at the
school where he attended. One significant reason Jama was unable to build friendships at
his school was because he felt that he had very little in common with the children there.
He dates,

a lot of the other children would stay in their own groups.

And | was isolaied off to mysdf. | redly didn't fed like |

had any thing in common with the rest of them...because
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they were White and | was black. | would try to fit in the
best | could, but | did al right. You know but they had their
own cliques, and they had a lot more things they were able
to do together, than | was able to.

Exacerbating Jamd’ s fedings of isolaion was the strained reationship he
experienced with his father and extended family members. According to Jamd “I was
never able to communicate and tell [my family how [] fdt.” “My father never took me
out to play basketbd| or [did] things with me.” Jama describes his relationship with his
father as not being close. Herecdls,

[Flrom the age of four to high school, | would say maybe
Sxteen seventeen, | waan't that cdose with my father
because my father's persondity was one that was very
serious. He wasn't a very fun person to tak with. He was
veay serious with me. So | didn't fed very comfortable
around my father....[m]y father, he was dways so serious,
and so stern.

Jamd’ s descriptive recollection of his father’ s taciturn persondity contextudizes
ther drained reaionship. Jamd has surmised from the sories his father hastold him
about his grandfather that his father had a difficult and emationa childhood. Jamd’s
grandfather was dso amilitary man and traveled dl over theworld (i.e., Germany,
Africa, and Asa). Jamd believesthat hisfather did not get alot of atention from his
military father, and that his frequent relocations were “redlly tough” for his dad to handle
asayouth. After twenty years of military service, Jama’ s grandfather retired and moved
his family to Georgiawhere Jamd’ s father met Jamd’ s mother.

Jamd vigted his grandparents infrequently because they could not communicate
with him, so he was unable to get to know them very well. Jamd did not interact with his
parents brothers and ssters for the same reason. Jama did not enjoy attending family
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gatherings, because when he would arrive with his parents and brother, very few people
would tak with him. He felt shut out. At these family gatherings, reatives would only
goproach him with a brief greeting and/or shake his hand. He recdls feding “detached
from them and would most of the time play[ed] little video games off to mysdif. | didn’t
redly fed attached with the rest of my family. | felt more detached and | would back
away from them.” Jamal often would ask his parents to take him home and/or go home
by himsdif.
Etiology of Desfness

Eighteen months after Jamd’ s birth, he became ill with the German Meades,
which caused his hearing to progressively deteriorate. He was later diagnosed as
profoundly desf. It would be nearly two and hdf years later before Jama would be
introduced to Sgn language.

Educationd History

Jamd began his educationd experience before he was five years old years old
when his mother enrolled him in a pre-school for deaf youngsters. However, dl of his
education occurred within amainstream setting (Stinson, 1994). Jamal was the only black
sudent in the mgority of his educationd experience. Throughout Jamd’ s educationd
hisory he had White, hearing, femde teachers. Jama graduated from his mainstream
high school and went on to attend a four-year university for three years. He received
support services (sign language interpreters and tutors) and did very well academicaly,
until he had to withdraw from college. Jama’ s academic performance and grades began
to be affected after his girlfriend, who was aso attending the same college, became
pregnant. When Jama decided to find ajob and move off campusin order to support his
family, his grades dropped significantly. Subsequently, Jama decided to drop out of
college and focus on earning as much money as possible.

Now, as Jamal reflects back on those years, he acknowledges that if he stayed at
the
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...dorm, and redlly studied and not got a job and not had to

do the other things | think | would have been adle to

graduate from college. But | had so many other things

piling on my plae, so many other things, | was worried

about that | just fet like | had to leave college...it just

seemed like the better, the best thing to do.
Jamd has not participated in any learning activity since leaving college as he has
concentrated his efforts and energy on building financia security.

Adulthood Y ears
Jamd is presently married. He met his wife through amutud friend, and they
have been married for three years. Hiswife is dso Deaf and they have two children, both
of whom are girls and are hearing. Their children are three and one years old
repectively. Jamd and his high school girlfriend never married each other, but they did
have another child together. They have a daughter who is now seven years old, and a
four-year-old son. Presently, Jamd’ s children live with their mother in acity
approximately one hundred miles south of Atlanta, Georgia. He visits with his children
every two weeks.
All four of Jamd’ s children are being raised bilingually spesking, in both ord

English and sign language. The bi-lingud status of Jamd’ s children makes it possible for
Jamd’ s parents to be more involved with their grandchildren’slives. They areinvolved
because they can talk with their grandchildren. Y e, their bi-lingua atusis problematic
for Jama. He sees that the three-way communication pattern he experienced as a child
between his father, brother, and himsalf is beginning to repest itsdf. Jamd’ s parents use
his children, especidly his oldest daughter, as interpreters to communicate with him. He
states,

| don't like it...but that's their way...its nothing |1 can do

about it...I think to them its too much to to have to
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communicate with me directly, so they use someone

else...[blecause I'm the only deaf person... [T]hey think its

too much to have to go through dl that, so they use others

to communicate...it IS SO easy to communicate with

everyone dse in the family. I'm the only one so they fed

like they don’t want to put forth that effort.

As Jama matured into adulthood, his reationship with his parentsimproved as he
noted his father changing and softening up towards him after he left home for college.
However, his rdationship with members of his extended family did not improve. Today,
members of his extended family remain in touch with his parents and brother. They do
not cdl Jama a hishome. Hetypicaly finds out about family gatherings or affairs
through his mother and will attend these functions at her request. Jamd’ s brother is
currently attending a university in Horida, and therefore, Jama sees his brother
infrequently.

Asan adult, Jamal is selective in his friendships. He does not * hang-out’
with many people, but those individuds he chooses to associate with are primarily Deef,
black, and mde. Heis not actively involved with the Desf community, but he will attend
Deaf sponsored basketbal tournaments or basebal games. He periodicaly attends parties
given by members of the Deaf community. He has two significant reasons for his limited
participation in the Desf community and smdl circle of friends. Heis a“workaholic”
and, he works

eghty to eighty-five hours a week. 1 work a lot...and the

time that's left, | deep. I'm too tired to go out and do these

other things...’cause | focus on my work...[so] | don't

redly get a chance to do a lot of other things, activities out

in the deaf community.
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Secondly, Jamal considers himsdlf a*homebody” and prefers to be at home with his
family. Jamd aspiresto gart his own business in landscaping. He particularly enjoys
making money and having a nice home for himself and his family. Perhgps too, he will
return to college and get his degree.
Employment History

Jamd takes hisfamily responshility very serioudy. Heis presently employed by
a private drug company and works with prescription drug medications. He has been able
to build up more seniority than the three hundred people who are presently employed
there. Heisfamiliar with many of the employees and they with him. However, most of
the employees know of Jamd because of his Deaf status. According to Jama, he has
been able to build up a*“ comfortable working relationship.” Despite his respectable
reputation and seniority, Jamal has seen people promoted who put in less time with the
company and who have less experience. He attributes their promotions to their ability to
hear and to the ease of accessihility for them to take advantage of training opportunities.
In order for Jamd to get training, he feds that he hasto twist his supervisor’'sarm.
Although Jamd has confronted his superior, he continues to get few opportunities for
training and advancement. Jamal sees these actions as discriminatory because he believes
himself to be as cgpable as his hearing and/or junior co-employees.

Language, Communication, and Socid Interaction

Jamad was formdly introduced to sign language after being placed in a pre-k
program for Degf children where he learned signs by mimicking his teachers. He began
to learn “smple sgns’ such as‘ breskfadt’, ‘follow’, and ‘play’. Although Jama became
adept a communicating at school, he could not rely upon these skills to communicate
with his parents. At home, Jamd had to rely upon lip-reading, home signs, gesturing,
miming, and written communication to verbdly interact with his family. His father never
redly learned Sgn language. Jamd estimates that he communicated with his father about

30 to 40% of the time. His mother, on the other hand, did learn some basic signs and



fingerspelling, and he maintains thet he was able to communicate with her 60 to 70% of
the time. Jama’ s brother, however, did learn how to sign. Jama contends that he could
communicate with his brother 100% of the time, and, consequently, they were adleto
develop aclose sbling relationship.

Because Jamd’ s brother signed, his father used him to relay ingtructions and
disciplinary decisionsto his older brother. Jama recounts,

| was very close to my brother. We would tell each other
things. [M]y father, his tendency would be to tdl my
brother something and then my brother would come and
tel me. So it would be like a kinda like a a a, three-way
communication going on. Someimes...he sad go
downgtairs, he would point, go upstairs and sometimes my
brother, my father would tell my brother go downdairs €l
your brother this or go upstars and tell your brother
that...s0 sometimes my brother was like in the middle
communicating things to us. My father rardy came up to
me directly and said something.

The three-way pattern of communicating not only congtrained the persona
relationship Jamd desired to have with his father, it aso prevented Jamd from any
having any privacy between himsdf and his father. Jama wanted afather and son
relationship and to be able to share things that only he and his father knew. Jamal did not
enjoy his brother being privy to al matters concerning him.

Jamd did enjoy amore postive relationship with his mother. He believes that his
mother redly tried to be close to him by taking to and with him. He felt more
comfortable talking with her and more often than not, approached her before talking with
his fether.
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Discusson: Educationd School Placement

After the hearing loss was confirmed for the men in this study, decisons had to be
made regarding language moddity and educational placement. Centra to these concerns
were the parent(s) who were juxtaposed between issues of language acquisition and
access to quality education. These parents had to make decisions about their son’s school
placement in the face of available information about deafness, language choices, and
resources, parental intuit knowledge, persond and family vaues, and the events of the
socid times. Thus, in this context, the parents played a criticaly important role in their
Deaf son's education. There was a relationship between the parent(s), school, and the
Dedf son unshared by parents of hearing children. The point that must be emphasized in
this dtuation is that the above relationship was made more complicated because of
competing concerns and limited educational choices available of Deaf children.

Because the object of investigation for this sudy is not the parents and the role
they played in the decison making process, | am uncertain asto al the issues that these
parents had to consider about their son’s school placement. Extrapol ations from the
combined interviews point out an intriguing phenomenon. My data showed that the
participants mothers were the primary decison-makersin their sons' schooling
placements. The fathers, on the other hand, had an inconsstent pattern of involvement.
Specificaly, in three cases (Jamd, James, and Lloyd), their fathers were the silent
partners in the deciding about school choices. In two cases, (David and Jordan), their
fathers were absentee members and played no role in the educationa process. In Allen’'s
case, hisfather was asllent by-stander as his wife advocated for their son’s education.

Each mother exercised varying degrees of control in her son’s school placement.
Allen’s mother’ s control was exercised in her advocacy for her son. Her active
engagement at dl levels of his education ensured her son’s success. Jamd’ s mother
exercised her control in selecting the educationd peth that included schools known for
their support services for Deaf sudents. Jordan’s mother exercised her control by taking
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her son to the state school for the deaf, which aso meant that she would have to abdicate
her direct control in his socid and mora development. James mother exercised her
control by supporting her son’ s desire to attend a deaf school after having had started him
in amaingtream school that did not include sign language. Lloyd's mother exercised her
control in sdecting a school that emphasized services that concentrated on vocalization
and speech training programs. Only David' s placement history suggests a different story.
His mother exercised her control as she took her son to the Kentucky School for the Desf
and later when she took him out of that school after moving her hearing children to Ohio.
However, according to David' s data, it appears that his mother’ s control was usurped
when her son was sdlected for placement in an dl boys school in order for David to be
educated with other Deaf boys.

The Role and Impact of School Placement Experiences

Five of the men attended hearing schools (Lloyd, Jamd, David, James, and
Allen), which varied in the nature and direction of ingtruction, educationa support
services, and/or accommodations. James and Jamal received educational services that
were pecificaly designed to make indruction and curriculum accessible viasign
language. Lloyd' s support services emphasized speech training rather than educationd
ingruction. Allen’s schooling experiences had a dud emphas's; they included both direct
educationd intervention (one on one ingtruction) and speech training.

Three of the men attended schools for the deaf. However, their schooling
experiences are contextuaized by different socio-historica periods. David' s experiences
were subsumed within two opposing forces, segregation/Jm Crow and racism/oralism.
David' s schooling experiences swung between learning environments that were either
segregated due to systemic Jm Crow practices and racism or segregated by Jm Crow
practices and oralism. Whereas Jordan’ s schooling experiences were bounded only by
segregationist practices. Jordan’s entire educationa experiences took place within a
culturaly Deaf environment. Centrd to Jordan’s schooling experiencesis the manner in
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which language and learning were incorporated within indruction, while Smultaneoudy
being subsumed within a segregated context. James experiences took place in the
aftermath of the Civil Rights period and the dismantling of exclusonary practices
towards disabled students.

Four of the men in this study experienced multiple placements, which had direct
bearing on their education. Lloyd had two placements, which occurred, at the dementary
schoal level. Jordan had two schooling placements, which occurred prior to kindergarten.
It issgnificant to note that Lloyd' s and Jordan’ s placement experiences stabilized early
in their schooling histories, and, subsequently, they were able to proceed progressively
aong the traditiond grading track as hearing students. James and David experienced
multiple placements throughout their educationd higtories. Their schooling experiences
are digtinguishable from each other because of the variables that factored into the
decision making process for schooling placement decisons. David experienced Six
different schooling placements throughout his educationd history. These placements are
reflective of the socid timesin which hislearning was taking place. Only Allen’'s
experiences reflect continuity from kindergarten to high school graduation.

Lloyd, Allen, and Jamal had consstent experiences as the only deef person in
their classes. Whereas David and James experiences swung between being the only deaf
person in their classes to classroom environments that were inclusive of other desf
students. They aso shared experiencesin attending classes that had an emphasis on ord
ingruction, being alowed to atend classes that had a Deef teacher, and graduating from
hearing high schools. Only Jordan’s schooling placement showed a consistent pattern of
enculturation of Desf vaues and practices, because they were incorporated within all
aspect of the educationd process. Findly, Allen and Jama were the only black students
inmost (if not) al of their classes and/or schools. Three men (David, Jordan, and James)
were schooled away from their parents. Thus, socidization within their school
contributed to their interpretation of their schooling experiences. In the process, they



acquired adud pergpective and vaue on and about Deaf culture that was not experienced
by Jamal, Lloyd, and Allen.

Allen and LIoyd who have voice and pesking abilities were socidly activein
their schools a varying degrees. Lloyd was less socidly active due to the congtant
ridicule he received from hearing friends. However, Allen’s socid experiences were
explicitly and overtly congtrained by racia tension. With respect to racid tenson within
the educationa context, Jama’ s schooling experiences gave him the ability to discern the
competitive atmosphere predicated by racidized issues.

James multiple placements provided him an opportunity to compare and contrast
the difference between hearing and Deaf students' education. He would later learn to
apply these critica thinking skills toward assessing and evauating how black desf
students are taught within the educationd context. Both David and Jordan were
Stuationaly placed to witness the difference in the qudity of education between black
and White deaf students. The substance of their evidence camein avisud form asthey
compared their language structure and vocabulary sign lexicon to that of White deaf
Students.

Asareault of their placement experiences, dl 9x men developed distinguishable
emotiond responses, which in turn shaped and influenced their behaviors and attitudes
toward learning. Although Lloyd, Jamd, and Allen were the only deaf people in their
classes, only Allen was more socidly active in his school. Both Lloyd and Jama
developed and displayed independent sdf-discipline toward their sudies. But their
attitudes toward the self-discipline that they displayed in their educationa development
were shaped by different motivating factors. Lloyd' s salf-discipline was motivated by an
interna need to succeed. He states that education was a“persond thing [and] something
that [he] wanted to do.” In hisview, his success could only be assured by having agood
education. However, the sdf-discipline that Jama displayed was activated by the fear he
fdt towards his father and the abject loneliness he experienced within his family and
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classes. According to Jamd, hisfather “redly influenced my educationin away ...that
forced me to pass.” While both James and David experienced intermittent opportunities
to interact with both Deaf and hearing kids during the multiple school placements, only
James ascertained the difference in how deaf and hearing kids were socidized.

David’'s multiple placements produced fierce independence. This independence
was created by the physical and emotiona separation he experienced after being taken to
aschoal for thedeaf. According to David, he “fdt like | had been thrown away,”
because he was taken to this school without warning from his mother. He further clarifies
his emotiona reaction to being placed in this school as being “tossed into swvimming, |
was being placed there. It was like being ignored, | mean here | am at this school, people
passing meinthe hal. | fdt like | wasaprisoner. | didn’t know why | was put there, with
no reason.” Furthermore, this independence was reinforced by the lack of communication
and interaction within his family; ora experiences within four of his school placements;
finding, identifying, and learning from Deaf members outsde of his hearing community.
Jordan’ s placement experiences served to create a nurturing environment that secured his
sense of sdf in the face of a hearing dominated society.

Interpretation and Meaning of School Placement Decisons

In my earlier discusson about the decison-makers, | provided an andysison
issues that appeared to be relevant in placement decisions from the participants
perspectives. Since each participant’s mother were hearing, it was important to examine
if her perception about deafness played arolein her decison about her son’s school
placement. My data reflect that the parents were not necessarily or intentiondly audistic
in their decision towards their son’s school placement. Audism is understood as
privileging the ability to hear and spesk over Sgning and visua receptivity. However, the
decison that Allen’ sand Jamd’ s mother had about their sons' school placement is more
reflective of audism than any of the other mothers. They believed that a hearing school

would be a better choice for their sons. LIoyd's mother’s decision about placement was
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less explicit, since the school he attended included ora and speech training and services.
Of dl the parents, only Jordan’ s mother attempted to learn Sgn language and/or made
effortsto explain things to him. Her active involvement to learn to communicateis
supported by her decision to place Jordan in a Deaf setting and away from home. Jama
did not experience audism within the educationa context, but he fdlt itsimpact at home
and with his family. Although James parents did not learn Sgn language and supported
his desire to be in adeaf school, he was still confronted with two separate educationa
experiences that were audistic in nature. Despite this, James mother encouraged her
son’'s socid interaction with Deaf friends and would often communicate with them by
writing notes when they vidted her home,

The data dso suggest that each mother had a purpose and meaning for her son’s
school placement decisions. These meanings were embedded within their actions and
behavior throughout their son’s schooling experiences and could, subsequently, be
interpreted by their son from their adult perspective. From David's adult perspective, the
school placement decisions that happened within and outside of his mother’s control
meant targeting schools that could educate deaf children regardless of language moddlity.
For Jordan, school placement meant that he had a mother who had a desire to see her son
learn in the most accessible context. With respect to Lloyd, school placement meant
going to school with his hearing shlings. As an assertive advocate for her Deaf son,
Allen’s mother actions toward schooling placement meant that her son would have a
better education if he were educated aong with hearing students. Thereby ensuring that
he would have opportunities to succeed in life. Whereas James school placement meant
that he attended a supportive and nurturing educationd environment that included
opportunities to James to develop interpersona relationships with other Deaf children.
Findly, Jamd’ s placement meant sdlecting a school where he would get a better
education, even though it would mean that he would have to attend a different school

from his hearing brother.
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The Conseguences of the School Placement Decisons

The effects of the school placement decisions are reflective in the consequentid
events that took place in these men’ slives while atending school. For Lloyd, his hearing
loss was the causal factor for constant teasing and ridicule. As a consequence, he did not
socidize in large groups. Thus, he developed sporadic but smdl groups of friendships
that were bounded by the amount of hearing that he had in addition to his ahility to read
their lips. Consequently, LIoyd began to connect and interndize the purpose and role of
education to hislife as a hearing impaired person. Education was something to be
obtained. Therefore, he felt it was necessary to develop discipline towards his studies.
Subsequently, Lloyd learned sdf-discipline, which then led to multiple awards and
nationa recognition for academic excdlence.

Allen’s hearing loss presented a challenge to the ddlivery of ingtruction and
curriculum content within his school placement. However, teechers, aides, and tutors
were able to circumvent his hearing loss by providing him with direct one on one
ingtruction. Subsequently, he was able to successfully meet the graduetion criterion for
obtaining a high school diploma. It isimportant to emphasize that Allen’s communication
issues (such as lip-reading) receded to the background in his schooling experiences. His
school placement experiences were subsumed within the normacy of adaily routine. Y et
these mundane events were peppered with raciaized conflicts and tenson between White
schoolteachers, gaff, and himsdlf. Allen was one of the few black students attending a
school dominated by White students, and as anatural consequence, he had few black
friends and many White friends. As circumstances would have it, he dso dated
interracialy. It was Allen’sinterracia dating thet was the source of the racid tension and
conflict he experienced. As a consequence to the racia conflict and tension that Allen
experienced, he learned to contextudize his learning through the lenses of explicit and

covert practices of racism and discrimination.
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James early placement experiences shaped his learning because of his ability to
lip-read. Sgnificant to James caseisthat he taught himsalf how to lip-read. Hislearning
was reinforced by his ability to read which was facilitated by his mother’slove for
reading, her steady supply of books, and his easy access to them. This factor increased
James desireto learn and read. Thus, he acquired social knowledge that was embedded
within the written text of his mother’ s books. His sdlf-taught lip-reading ability and
deveoping literacy skills enabled him to cognitively process and learn a ahigher leve in
comparison to his Deaf peers. Furthermore, his multiple placements facilitated an ability
to evauate, judge, and distinguish differences in and about people. He dso observed how
schools socidize hearing students differently from Deaf sudents. He also learned how to
connect the manner in which hearing and Deaf students were socidized to other peoplein
relationship to perception, actions, and behavior.

Jama’ s school placement experiences manifested into socia isolation on many
levels. He experienced strained interpersond relationships between himsdlf and his
family and, on aracid level, between himsalf and the White Deaf students and his White
hearing teachers. The communication issues and barriers that Jama experienced at home
served to hamper his developmentd socid skills, which then manifested into his
becoming socidly introverted. Jamd’ s race dso served to isolate him socidly from the
White deaf students. More often than nat, they would not include him in their extra:
curricular activities.

Jamd’ sinterpersond reationship with his White hearing teachers was dso
contextualy strained by his perception that the White Deaf sudents were being
privileged within his classes. He believed that his White hearing teachers did not fed that
he was asintdligent as the other White Deaf students. He fdlt it necessary to disprove
this prevailing perception. Compounding the competitive tenson Jamd fdt at school
were hisfedings about his younger brother, a successful sudent, with whom he fdt was
extremely intelligent. Therefore, Jama pushed to excd both a school and a home.



Consequently, Jama’ s schooling experiences were replete with intellectud and
competitive tension imbued by a perception that he was viewed differently in comparison
with White deaf kids and because of hisyounger brother’ s academic success.

Jamd’ sintroverted persondlity and competitive nature, the socid isolation he
experienced among the White Deaf students, and perception of histeachers attitude
converged within the schooling context and forced him to develop independent study
skills, learn English and writing skills, and teach himsdlf how to learn. The cumulative
affect of Jamd’ s experiences produced within him a negative attitude and strong
emotiond didike for learning and education.

Legdized segregated policies served to be the platform upon which Jordan’'s
school placement experiences took place. These policies separated Jordan and other black
desf students from White Deaf students within an educational context. However, Jordan’s
experiences within his Deaf school created an insulated environment that nurtured
learning (albeit compromised because of segregationist policies) and integrated language
acquigtion within the learning the curriculum. 1t was in his school that he was socidized
and enculturated into the Deaf culture and learned life-long language kills that would
sugtain him into adulthood. Furthermore, he acquired independent living skills, socid
eliquette, language, self-discipline, and lifdong reationships.

David's placement experience is uniquely complex in comparison to the other
five men. All of his multiple placements experienced disruption after a period of two or
three years. Four of his six schooling placements placed emphasis on ord speech asthe
primary mode for communicating curriculum and ingructions, while the remaining two
placement experiences alowed him access to learning class content and materidsvia
sgn language. It was herein these two placements that David experienced the most
success in learning. During his four ora placement experiences, he smply st in the
classroom, more often than nat, sitting, daydreaming, or Sgning with Deaf classmeates (if
any) until the end of the day.
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The mgority of David' s schooling placement experiences occurred within
segregated educationd settings. Although one of David' s two school placements
occurred within a culturaly Desf (one of which was somewhat integrated, three Black
boys and seventeen White boys) setting, this placement experience occurred within a
Stuationaly segregated environment. In other words, David' s class was separated from
the main body of hearing students. In today’ s terms, this type of educationd setting
would be consdered as a self-contained learning environment. As circumstances would
haveit, David was able to learn and grow within this setting as the Desf teacher tailored
the class work to meet the needs of the Deaf students, regardless of race, creed, or color.
Three years later, David was trandferred to another high school and would again be
placed within a school setting that emphasized ord ingtruction. His remaining schooling
experiences would only focus on vocationd trade that de-emphasized academic courses,
al the while, introducing him to trades that would only consign him to menid labor in
adulthood.

Findings

| opened this chapter’ s discusson with a critical observation that themes of
racism, audism, and ableism underscore the participants schooling and developmenta
life experiences. But there is an unusua configuration in the way that these isms impact,
shape, and congtrain each participant’ s schooling and developmentd life experiences. On
one hand these isms were present in each man’s life, but they were impacted by the socia
circumstance in which the participant was Stuated. Thus, given the socia context in
which the participants were Stuated, one of these isms ultimately played amore
prominent role (eg. Lloyd and/or Allen).

On the other hand, there were circumstances in which two or more isms played an
equa rolein the participants schooling and developmenta life experiences (eg., Jordan
and/or David). The sgnificance of this observation isacritica finding. Unlike the above
Stuation where the isms shaped and/or impact the circumstance in which the participant
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was Stuated, this finding shows a secondary outcome. This finding show that it was the
decisons that the parents made, (that led to specific school placement, the procedura
schooling process, and/or the condition of the school placement) ignited the manner in
which these isms played out.

Ancther finding is reflective of two interconnected points that encgpsulate the
educationa experiences of the men that | sudied. Thefirgt of these interconnected points
are the nature and role of school placement, and secondly, the level and degree of
parental involvement and advocacy. Without these interconnected points, these men
would not have been able to complete their forma education and/or continue onward to
college and/or obtain the types of employment that have secured their present Satusesin
today’ s society.

Third, each man experienced his schooling experiences differently because of his
perception and interpretation of his deafness disability. The source of each man's hearing
disability differenceis grounded upon his family’s orientation, attitude, and perspective
towards his disability and language acquisition. These dements then had a direct bearing
on each participant’ s educational and developmental life experiences. Therefore, the
consequences of each man’s schooling experiences were unique to his particular life
circumstance. The ethnographic portraits illustrated the uniqueness of each man's
deafness experiences. We can see that each man’s experiences are bounded and
congtrained by the socio-cultural phenomenon of the Deafness experience. Each socid
element that is, the participant’s developmentd life experiences, schooling, language
learning, language acquisition, multiple educationd placements, and parent involvement
and advocacy were dl directly affected.

Summary

The importance of educationd placement cannot be over emphasized because it
had a decidedly clear impact on these men'’ slives as adults. My andysis aso reveded
that each participant interpreted the role and purpose of his schooling experiences, which
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in hisview, was to equip them with the knowledge and skills necessary for adulthood.
From David's point of view hefdt that his school education did not adequately equip
him the gppropriate skills for adulthood. However, Jamd, Lloyd, and James believe that
the educeationd experiences have been beneficid. Jama believed that his education
helped him in being able to engage in conversations and discussions that many other Desf
people consider too complicated to talk about. Furthermore, Jamal felt that his education
equipped him with knowledge that helped him start up his own persond business. Lloyd
extends Jamd’ s thinking by sharing how his schooling experiences provided him with the
necessary foundationd skills for adulthood. Lloyd defined foundationd skills as meaning
good sandard English, strong written and communication skills, the ability to understand
the “larger concepts’ and ideas, and the ability to read written English. Lloyd dso felt
that if he did not have these sKills, he would not be able to market himsdlf. Lloyd
explains marketing as the ability to demondtrate to people the ability to do ajob in spite
of ahearing disability. James view complements both Jama and Lloyd' s perspectives.
He contends that his schooling experiences provided him with the basis for understanding
and respecting differences in people brought about by their satusin life.

While neither Jordan nor Allen made specific references to the role and purpose
of their schooling experiences, it is clear from the totdity of Jordan’sinterview that he
benefited from the integrated gpproach of language and learning and learning and cultura
socidization. Jordan’ s schooling experiences took place dong side of other learners who
ether shared hisracid and/or culturaly Desf identity. As such, Jordan did not experience
the tenson within the learning context as the other five men. Thus, the above integrated
gpproach of language development and learning and learning and culturd socidization
created and nurtured an environment that produced a secured sense of independence.

Allen did not discuss his views about the role and purpose of schooling in hislife
as his attention centered on mostly his experiences that were underscored by racidized

events and his mother’ s active involvement with his educetion. Yet it is clear from
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Allen’s discussion that his mother’ s effort to ensure an education for her son wasnot in
van. Evidence atesting that her efforts were successful is her son’s acceptance into
college and subsequent ability to locate and maintain gainful employment and ultimately
his ability to care for himsdlf without parenta support.
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CHAPTER V
MULTIPLE IDENTITY CONSTRUCTION AND GENDERED ROLE
DEVELOPMENT

This chapter’ s discussion focuses on identity construction and gendered role
development, and it addresses the second research question that guided my study. All of
the participants were asked to name, and/or describe their identities, aswell as, explain
what their identities meant to them. The narratives that have been included in this chapter
are aproduction of their persond reflections about their identities. | have chosen to
represent the participants narratives holigticaly as this decision reaffirms the notion of
voice authority (Riessman, 1993) an inherent tenet of narrative inquiry. Furthermore,
representing the participants narratives on identity development in the manner that they
have been developed stays within the confines of my original purpose of the study, which
isto present these men' s identities from their insders perspective (Rossiter, 1999).
Following the identity congtruction discusson is a short narrative text on the participants
gendered role development. | conclude this chapter with asummary of my themétic
findings

Asareault of my andyss, it became gpparent that each man’ s identity
congtruction and schooling experiences were unigue to his specific socia context. Socia
context is operationdized to each man's specific hearing disability, familia/parenta
involvement in relationship to the disability, the socid times, and educationd placement.

W.E.B. DuBois work on double consciousness (circa 1903/1989) has particular
relevance with chapter’ s discusson. His argument that the identity of Black Americansin
conflict between two oppositiond culturesis a perfect frame for understanding the
tenson that rets at the intergtice of the intersection cultura boundary markers of the Six

men | interviewed. Also, Navarete Vivero and Jenkins (1999) characterize the tension
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and conflict of “aperson caught between two culturesfitting into either one” (p. 9)
solidifies DuBois (1903/1989) argument. Individuds living within this Sate of tengon
are dwaysin perpetud mation of negotiating the socid sructure of the sdf and hisher
relaionship in order to adjust and/or accommodeate to the context in which he or she find
themselves Stuated (Taylor, 1999).

More often than not, the men that | interviewed in this sudy experienced different
degrees of tenson and conflict with respect to their identity development. We saw the
firgt credible evidence of conflict and tenson within the ethnographic portraits discussed
in chapter four. We could see the tenson within the interconnected relationship between
these men’ sfamilid, socid, and persond development, identity construction and
experiences with their hearing disability. The resulting effect from these men'slifdong
experiences as Deaf and hard- of- hearing men has produced within them a greater sdif-
awareness of themselves. The participants self-awareness was aso influenced by the
way that people acted, behaved, and/or responded to the participants after discovering
these men’s hearing disability. The manner in which hearing people have responded
and/or reacted to these men’s hearing disability was another constructing element to the
understanding of these men'sidentity development. In most cases, the way that people
responded to these men's hearing disability depicted their understanding of these men's
identity, which was usudly different from the manner that the men understood
themsdlves. In other words, hearing people construct these men’ s identities as disabled,
whereas the men in this study did not. Thus, we see how the tenson and conflict are
produced in the face of these men’ sidentity development of the saf and the socid
context in which they were socidly Stuated.

The ethnographic portraitsin chapter four of this study were but one leve of
undergtanding of identities of the men that | studied. Therefore, it was necessary to
facilitate an in-depth conversation with each man in order to learn how he individualy
named and defined his identity in the face of his past and present experiences (Deaux,



1993). Each man was asked how he defined hisidentity. Lloyd identified himsdf asa
professond Black man who is hearing impaired. Allen defined hisidentity from asingle
lensthat of being a Black man. However, James, Jordan, Jama, and David defined their
identity as BlackDeaf. These four men share in their thinking that the two designating
adjectives are insegparable components of their identity. In Jordan’s view, being
BlackDeaf means that they are “equd”; neither one is*“number one’ to the other
descriptive adjective. It isimportant however, to make a distinction between James
identity and three other BlackDeaf men. While James shares much in common with
Jamd, Jordan, and David in assuming the BlackDesf identity, he dso shares athread of
identity congtruction with Lloyd and Allen. Specificdly, James has speaking abilities,
which dlow him to interact with hearing people. It must be pointed out, however, that
James positiondizes himsdf as culturdly Deef.

Wade (1996) examined pogitiondity by investigating the relationship between
gender role and racid identity of African American men. He argued that in our society,
African American men's podtion is socidly congtructed differently than White American
men. Based upon my conversations with the participants, their narratives support Wade' s
(1996) argument. But, | extend Wade' s (1996) position to point out that the identities of
the men | studied are dso constructed by their developmenta living experiences with a
disability.

Scholars on identity development agree that identity is sociadly constructed and
my interviews support this pogtion. However, my analyss of the combined narratives on
identity congtruction shows that being a Black and Deaf man is an experience aswell as
an identity congtruction. The contributing factor thet led me to this concluson was the
way that four of the participants struggled to understand the meaning of the word
identity. Nether Lloyd nor Allen had difficulty explaining to me how they defined their
identities, but Jamal, James, Jordan, and David did. As| mulled over the nature of the
latter groups struggle, | began to redize that | had entered my interviews with them with
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an unquestioning assumption thet they would be able to name, identify, and/or define
their identities. The difficulty that these men had in naming and defining their identities
presented an unusua and unexpected phenomenon. Thus, | began to question the source
of my tacit assumptions about identity congtruction in relaionship to the following
narratives. Subsequently, | have cometo realize that (with some incredulity) the concept
of identity isahearing congtruct. A hearing congtruct is operationdized as an ability to
link and process spoken language to what we hear. In this context, hearing people are
able to hear and link the discursive conversation about meaning making with respect to
the sdf-identification process. The conversations that swirl about us as hearing people
hdp inform the way we define and understand ourselves.

Methodologicaly, my study is not about validating stories for truth and accuracy
(Polkinghorn, 1988; Smeyers & Verhesschen, 2001). It isinstead about understanding
identity from the participants perspectives. Therefore, | sought to examine each
participant’s narratives as individua cases, then compared and cross-andyzed their
dories for meaning and interpretation. This methodologica process for andyzing,
understanding, and interpreting the participant’ s identity construction and gendered role
development required a multi-tiered gpproach. | extrapolated specific units of data from
the interview narrative text that were specific to identity and gendered role devel opment.
Asin chapter four, | developed individua taxonomies (Glesne, 1999) in order to
visudize my data. | placed at the center the exact identification classfication thet the
participants chose as their specific identity label. Next, | inserted smaler units of data
into the typologies that ether reflected the meaning that each participant attached to his
hearing disability experience, his identification classfication, and language devel opment.
This data was then reconstructed into mini-stories and then re-examined as narratives
within the context of the research purpose (Lathers & Smithies, 1997).

| present now the individua cases of identity congtruction. These cases will

reflect an integrated discusson of my andysis and interpretation of what it meant for



these men to live with therr multiple identities predicated by gender, race, and deafness
(e.g., mde, Black, and Deef). | conclude this discussion with an analyss of these men as
gendered beings, scaffold onto the socia congtruction of their identity development over

time

Lloyd: decondtructing identity from a multiple and intersecting perspective

Understanding Lloyd' s identity (professiona black man who is hearing impaired)
required amulti-dimensiond lens. Firg, it was necessary to examine Lloyd' sidentity
from a designated classfication perspective (that being his racid and hearing imparment
identities). Secondly, it was necessary to examine Lloyd' sidentities from a Stuationd
context in which heis socidly involved or engaged through a societd view (i.e, family,
friends, and other socid networks), and their reactions and responses to hisidentities
from adisability stance. Findly, it was necessary to examine Lloyd' s interpretation of his
identities from within and between the Deaf community and himsdlf. With respect to a
designated classfication, it isimportant to underscore three important physiologica
elements while coming to understand Lloyd' sidentities. These eements, which are his
ability to hear, speak, and understand spoken speech, are the mechanisms that ad in
congtructing his identities, which are unshared by the remaining five participantsin this
study. Additionaly, his ability to hear, to speak, and to understand spoken speech has
enabled him with a unique understanding toward people as they react and/or respond to
the discovery of his hearing impairment; and the way that he grew up in hearing society
that privilege its members by racid satus. Findly, Lloyd' sintroduction to (and
subsequent involvement with) the Deaf community laid afoundation from which to
examine, decongtruct, and andyze the contrasting difference between himsdf and
culturdly Deaf people.

Lloyd slife experiences have created a context whereby he developed an ability
to judge and/or access which of his multiple identities is being impacted. Additionaly,
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his hearing impairment or racid identities can impact and/or influence a Stuationd
outcome. Thefirg narrative sory is an illustration of the socid e ements that help Lioyd
make the determination that his racid idertity is being targeted the nature in which
Lloyd' sraceis a the center of conflict between himsdf as a Black man and his
supervisor, a White femae. However, a the end of this sory, Lloyd flows naturaly into
his second story on how the context places a the center, his hearing loss disahility.
Lloyd: uhm, | had a supervisor, who once just to tak
down to me. he she treated me like a dave. Redly. I'm not
joking. She redly did! And it was s0 obvious that | ended
up quitting. | just quit.
Mavis o.k.
Lloyd: and then my hearing imparment, didn't have
anything to do with it. 1 don't believe it did....The reason |
say this is because she didn't trest anyone ese like that,
who was like like she had another white mae working
there. She didn’t treat him that way, 0 if it was a mde
thing, then why didn't he get the same trestment uhm. |
was the only black person working there. And she treated
me that way. So that was the only concluson | could come
to. And | refused to take it. So so | | quit at thet time. And
when | did quit, she tried to get me to stay. So | said no,
you can not trest me anyway you want to and expect me to
dill be willing to work with you. So uh that that that was
that was an interesting experience because | mean some
people would amaze you. She would just tak down to me.
She would tedl me to do so many things And it was
impossible for me to get dl of them finished ok. and uhm
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how you read the story of Cinderdla and how they made,
her momma was so mean to her. It was kinda like that. She
she wanted me to get a toothbrush and scrub the tile for the
entire cafeteria Can you imagine? | was like what is this?
So | didn't respond at the time. | said ok ok ok. So she left.
And was like, you got to be kidding me. So she left she sy
when | get back, | want dl that stuff done. So | sat there
and | thought about it for a while (laughter). | don't think |
can bdieve this. So | just wated for her to come back.
When she came back | hadn’t done any of it. So | told her
that | quit. I’'m not going to take that that that's just too...
that's just ridiculous. and ah, | mean it was just too
obvious . It was too obvious. That's nothing else you can
contribute thét to...

Mavis hmmm...

Lloyd: s0 uhm, 0 tha's | why | sy they're didinctly
different. Because my hearing imparment didn't have
anything to do with it. She she just looked a my race and
that was it. Uhm and then their was another experience that
only had to do with my hearing impairment. Uhm its funny.
| laugh a it. This was actudly good. Believe it or not my
hearing impairment saved once.

Mavis hmmm...

Lloyd: | was like ohhhh...uhm, thank thank you hearing
ad (laughter). It wasn't for my hearing ad, then oh who
knows what would have happened...l actualy got mugged.
But my hearing imparment saved me, bdieve it or not.
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Because, ok there was one morning, | was going to go to
work and | usudly go a different way |‘'ve ever waked to
the train gtation, at that time. But for one reason or another
| wanted to take a short cut. Ok. It was ealy in the
morning, and so | took the short cut. I'm waking. I'm a
cautious person. So | looked around, | looked both ways.

I’'m waking. I'm looking both ways and somehow this guy,
| don't know, how he got me, but al of a sudden he was
behind me. And | fdt something sharp in my back. So |
was like (he holds up both of his hands as in in a hold-up),
and ah, he sad something. Ok. but he was he had
something a2 my back, he was sanding kinda like to this
side (he gestures to his right with an open hand) and thisis
my desf ear. SO he says something that ...but | couldn’t
understand him. So | turned my head the other way to try to
hear what he was saying. | said, I'm sorry | didn't hear you,
could you...what was it tha you want? And the guy, when
| turned back and when he saw my hearing ad, he was like,
oh oh man, I'm, sorry that's ok. nothing, never mind,
never mind. And he let me go.

Mavis. wasit ablack guy who attacked you?

Lloyd: yesh, a black mde Hmmm but, hmmm...when |
turned my head and he saw my hearing aid, he backed off
and sad that' that's dright that's dright. | saw his face and
everything and he didn't even cae He jus sad that's
dright and let me go.

Mavis you were lucky.
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Lloyd: | know (laughter). | know | know. That way cause
| don't know. | thank God for that. Thank you. He saw my
hearing aid and backed off.

Both stories show the nature of how Lloyd's race and hearing impairment
identities were impacted upon differently. Impacting the manner in which Lloyd's
identities were being affected were the circumstances in which Lloyd was Stuated; and it
was the circumstance that privileged one of Lloyd's identities over the other. Lloyd is
able to make a digtinction between which identity is being directly impacted. The
defining eement that Lloyd rdies upon to distinguish between which of hisidentitiesis
being impacted is based upon race. He states,

uhm [my hearing impared and racid identity] they're
separate. I'd say they're separate because ok, as, ok, the
reeson I'd say that they separate is because you're
experience is, ok, for example you're hearing impared and
(pause) you're Caucadan, that's different from being
(pause) being hearing impaired and Black. Ok like if you
take take, if you if you if you take away the heaing
imparment, in other words, you take away the hearing
impairment, there's ill some differences there. So these
are two different concepts. Like uhm, let's say you take
away the white and black and they're the same color and
they’'re both hearing impaired, then there's no difference.
See what | saying? But if you put in the white and the
black, there are some differences. So | | believe that those
are two different concepts. There are certain struggles we
have, that African Americans have, because we 4ill trying
to overcome some of the things that happened to us in the



past. Those are distinctly separate from experiences of just
being Deaf or hearing impared. Those things are not a
result of differences of race, so to me those are two
different concepts.
When he was prodded for clarification about making a ditinction between being Black
or White Dedf, he responded,

...there is a difference between being white and black.
That's badcdly it. The difference between the hearing
impared is just the race. Uhm, | | | | know there are ill
some differences there, | mean some, hey people would
say, that's in the padt, that don't exig anymore. | beg to
disagree. 1 |1 know that it ill exist because | look out into
the world and | see what goes on and the percentages and it
tells me a sory, s0 |, some people say well maybe it some
of of lasting effects of whatever, but its there. Forty-seven
percent of the lagt datistics they had of Black maes are in
jal. 1 mean, no forty-seven percent of the population in
prison is Black mde. Why? Uhm, that's not a coincidence.
That tdls you that's something dill there. Something il in
the system that gill works to that ill put Black maes to a
disadvantage. That's not a coincidence. But | mean that's
too many many, different ah, thing tha comes into play.
It's not one or the other thing, its everything together. So
ah, you can't blame it on one thing or the other, it's not just
that you're black, we can't forget about, we just recently
recently got equa datus as far as having equal access to the
same resources, things sort to speak.



165

As Lloyd reflects on his identities through the lens of society, he knows that heis
perceived as disabled. However, Lloyd does not share nor accept society’ s interpretation
of hisidentities. He notes the way that people respond and/or react to him once his
hearing loss is discovered.

| know that society views me as disabled, because | have a
hearing imparment, and they will say do you need any
gpecid accommodations and whatever. But me mysdf, |
don't. And being because of that and the only reason | say
that, and | have to be careful you know and try to use
politicaly correct terminology, and ok and what the reason,
| don't consder mysdf disabled, | mean from the meaning
of the word standpoint. To me if you say dissbled, its like
saying that you're not able to do something and | think 1 am
anything that | put my mind o to so uhm, | wouldn't use
that word to describe mysdlf...
He goes on to state,

You got some people who I've met people who don't even
act like they don't even notice you know that you have a
hearing aid on. They act they don't even notice it a dl. But
then you meet other people who ae fdling over
themsaves, they who don't even know what how to act.
They don't know what to do. I'm sorry, | don't mean to
offend you, you know and I'm like it no problem you
know. | just wear a hearing ad that's dl you know. It's it's
different people you know, hmmm, everyone is not the
same you know. You come into into contact with different

types of people who are amost embarrassed about the fact



that you you know have a disability. When its not to you its
not that big a ded. To them it's a very big ded you know
you Know.

Asthe above narrative shows, Lloyd's hearing loss takes center stage as society
ascribes a disability [abel to hisidentity, even though Lloyd does not accept this
identification label. The reason Lloyd does not consder himsdlf as disabled is because he
can perform the same physical acts as non-disabled people. The only difference between
himself and other people isthat he has a hearing disability. He States,

when a lot of people find out that | am hearing impaired,
they dready dtat making assumptions about my life have
been and why my experiences have been like. That's not
true you know like when they redize that | redly did very
well in school, no oneredlly expect that.

Findly, snce Lloyd'sintroduction to the Deaf community, and subsequent
relationships, he has had to come face to face with the difference his hearing impairment
represents not only to himsalf but also to other members of the Deaf community. Three
ggnificant factors serve to differentiate Lloyd from members within the Desf community,
one of which has aready been discussed (LIoyd' s ability to hear, speak, and understand
spoken speech). Y et this factor is the fulcrum upon which Lloyd' s differences tegter.
Deaf people require interpreting services, which more often than not placethem a a
disadvantage, because interpreters do not accompany Deaf people on adaily basis. Lloyd
does not share this disadvantage because he does not require an interpreter to
communicate with hearing people.

However, what is mogt intriguingly different about Lloyd' s disability isthat on a
daly basis he can experience profound hearing loss. Lloyd must rdly upon his hearing
alds to hear hearing people. However, upon remova, he becomes audiologicaly desf.

166



167

The removd of his hearing aids juxtaposes him between two worlds where he finds
(smultaneous) membership al the while postiondized as Smply different.

Thus, Lloyd sinternd congtruction of his multiple and intersecting identities
positions him depending on the context in which heis Stuated. To Lloyd, he thinks of
himsdf as a Black man who is hearing impaired; to aracidly privileged society heis
viewed as a Black man, that is, until his hearing disability is discovered. Once Lloyd's
hearing disability is discovered, his sngular identity morphs into an identity of a disabled
mean. Thisidentity can be socidly reconsiructed into a Black man with a disability,
depending on the context and people involved. From a Deaf cultura perspective, heis
viewed as Dedf, because of his support for the Deaf community, acceptance of American
Sign Language, socid relationships and politica engagement. Although, Lloyd can be
viewed and accepted as Dedf, he knows that he is different because he can hear, speak,
and can understand spoken speech, which ultimately positiondizes him differently within
the Deaf community.

Allen: decongructing a Sngqular identity, when race is holding as the primary socio-

cultura varigble, but the little ‘d’ desf is negotiated
Allen identifies himsdf as a Black man. He defines himsdf through aracid lens
only. Allen’s Black identity is a gate of mind, however, hisinability to hear isa

physiologica condition. In this context, Allen is understood within the cultural Deef
community aslittle ‘d’ deef. Little ‘d’ deef is characterized as a person without hearing,
but who functions and lives hislife as a hearing person. Much like Lloyd, Allen has an
interna view of hisidentity thet projects externdly. Y et they differ in ther interpretation
of how their hearing loss frames their lifestyle. When Allen was asked to describe his
identity, he had a smple answer. He stated that hewas a“ black man.” When asked why
he considered his identity as a Black man and not a Deaf Black man, his response was

that,
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[desfness was] not a big part of my life’...l don't dlow it
to become a big part of my life ah, being desf may kegp me
from doing certan things But, because of my upbringing
and because in my growing up dl my life around hearing
population, its kinda, its not hard from me to function in
everyday life so. Unless you don't hear me speak, or unless
you tak to me, you could never tdl that I'm deaf cause a
lot of people are surprised when | tell them that I'm deef, or
somebody ese tdls them tha | am dedf, they very
surprised to hear it....[Y]ou just can't just tell that I'm desf
by looking a me, because you never see me use sSgn
language in my eveayday life So tha's why | don't
consder mysdf deaf. Even though | am dedf, | don't
classfy mysdf as deaf because, it's not a big pat of my
life.

Allen does not dassfy himsdf as hearing impaired or hard-of-hearing. He

classfieshimsdf as,

dedf, but 1 don't well, classfy mysdf as Dedf, but | know
that | am dedf... | don't redly condder my life differently
from another deaf. | don't condgder my life any different,
uhm. All 1 can sy is uhm | don't let my hearing problem
influence my life. It doesn't hold me back from doing the
things | want to do. So | consder mysdf a black man,
before | congder myself well, Deef. That's the best way |
can put it, because, its not abig part of my life

The reason Allen does not characterize himself as culturaly Dedf is because he

does not rely on sgn language to communicate with hearing people. More importantly,



his preference for communicating socidly with hearing and Deaf people iswith lip-
reading. While he feds that he can adequatdly communicate with Desf people (i.e. Sgn

with them), he only does so when the Situation necessitates it. He states

But, it is precisely because Allen is deef that hislife asaman isimpacted. In
particular, Allen’s socid networks within his family and job show that he is perceived as
different because of hisinability to hear. Take for example Allen’s story about his
company’ s palicy regarding physical examinations when he was in line for a promotion,

[dign language is not a pat of my life that's dl. | don't
socidize with any deaf. | don't know of any other desf
person. I'm not a part of Deaf culture. I'm just part of the
maindream. Like | grew up, so tha's why | consder
mysdf a black man... don't consder mysdf a black
hearing man and | don't congder mysdlf a black deaf man,
just a dack man...because of the fact that I'm not a part of
the Deaf culture and | don't use sign language. | don't
socidize with the Deef ah, you won't see that I'm Deef in
my everyday life, you can't tdl that by looking a me
That's why | don't that's why | cn't think of mysdf as a
black deaf. | don't think of mysdf as a black hearing man
because | know that I'm deaf. But you don't see it, | don't

live my life thet way.

and his second story about his family’s behavior, actions, and attitude toward his

deafness.

| started out as a package handler, when | first Started. |
darted out loading trucks eight years ago. And | got a
promotion and I've been doing that since. So that's what
I’ve been doing. | just started out at the bottom. [And then]
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...I tried to become a driver. | tel you what happened...|
checked into that. | wanted to try that out. But | had to take
ated. | had to take a physical. And part of the physica you
have to take a whisper test...its part of the physica...yeah,
it's a federa requirement. It's a whisper test. So | was ok.,
forget it. | couldn't pass the whisper test. | could pass
everything, but the physcd. But you have to pass the
whisper test. So because of that, | couldn’'t be a driver. So |
was like forget it, I'll check back another time, but | don't
think that's far. So that's federd regulation...a whisper
tedt...| tried to do that...but if | redly redly want to do it
[become a driver], | check back nto it, | don't think its fair,
though, because, | have a red good driving record. I've
been driving since | was 17, no problem. Do you think that
is that sort of discrimination? It's federd policy. [W]hat's
whispering got to do with driving? That's why | haven't
become a driver. | checked into though. | will check back
into it though some other time.
In the following story, Allen states how he does not see himsdlf as any different
than any other family member. He Sates,

it doexn't fed any different. I'm not specid or anything.
None of my cousins know dgn language. A few of cousins
two or four people in the entire family (chortles) my
brother knows, a few of my cousins know and that's it. My
dad and mother, they never learned dgn language. The only
difference is some people just have to they tak so low,
when I'm taking with my family members they have to
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repeat themsalves sometimes. We laugh and joke about it.
They make fun of me sometimes. It's no big ded. I'm just
one of the guys.

But when Allen recounts how heis made fun of, there is a conflictua tenson that

suggedts adifferent sory.
Uh like they repeat themsdlves over and over. They be like,
what's your problem man? Are you desf or something?
How come you can't undersand me? They're dways ah,
adways say, making fun just picking on me, just laughing
with me, nothing bad. The manner in which he responds to
the familid ridicule with [I]t's no big ded to me Some
people got it worse. | mean that's just how, it's just a
hearing problem, it's just deafness, its no big ded to me
Something you haveto live with.

The manner in which Allen liveswith his being desf comesin the form of regret

and repetitive questions. He states,
one thing that | regret is that the little kids that go up and
tak, my litle coudns | love my little cousns. It's when
they tak with me, | don't underdand everything they say.
Sometimes | have to look and I'm like “what did she say?’
A lot of times, the kids are talking to me. | can't understand
them. So | have to ask people what did they say, what did
she just say, what did they say? | would say that's the only
negdive thing, tha's the red negative, | would say. It just
that | have | have to ask people what did they say? That's
dl.



Allen, like Lloyd, came to judge and assess the difference between himsdlf asa
Black man and himsdf as a Deaf man. The difference between Allen and LIoyd however,
isthat Lloyd adopted deafness as an inherent component of his identity, while Allen has
not. Unlike Lloyd who capitaized on gaining socid acceptance within the Deaf
community by adopting Sgn language and building new relationships among culturaly
Deaf members, Allen returned to hisformer life after leaving college. Thereisno
question that Allen understands hisidentity first as a Black man, but as the above
ingtances show, Allen’sinability to hear, postiondizes him as a deaf person in our
society according to audiologicd standards. He is, therefore, impacted by laws, policies,
and (just as critical) attitudes, which govern our society toward people living with a
disability. Moreover, Allen’s deafness does not reconcile itsdf to his sdlf-designated
identity as a Black man.

James, Jamd, Jordan, and David: deconstructing identity of being BlackDeaf

James, Jordan, Jamal, and David describe themselves as BlackDeaf. Being
BlackDeaf means, in their view, that the two socio-cultural components that make up
their identity are insgparable. Unlike Lloyd who can rely upon the socid context to make
adiginction between hisracid, gender, and disability identities, or Allen who draws a
line between his race and deef identities, these four men see their identities asinseparably
blurred. A sgnificant point of departure between the four men who identify themselves
as BlackDeaf and Lloyd and Allen isthelr utilization of a different modus operandi for
socid interaction and communication. In other words, unlike Allen and Lloyd, who have
a choice between language moddities, (gpeaking/lip-reading/sgning and
speaking/hearing/dgning respectively), these four BlackDeaf men mus rely upon thelr
eyes and hands to recaeive and tranamit messages. Thus, living their lives as black men
with its associated socio-cultural and palitica redlities blends into the affect of living as
Deaf people and its socidly related issues.
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A cross-case andysis of the combined statements of these four men showed that
their understanding of their identity is predicated by their profound hearing loss and total
dependence upon their sgned communication sKkills. It isimportant to establish a the
outset that the parameters and meaning of BlackDeaf identity is not the same as those that
traditionaly explain the notion of identity. It is equaly important to show that while
these men share common linkages with respect to their BlackDeaf identity, they each
experienced degrees of tenson, conflict, and problematic issues unique to their sociad
experiences. At the root of these differences are two socio-political factors of race and/or
education. While education has made it possible for each man to obtain job and economic
security, it dso servesto become a barrier in relaionship building with other members of
the Deaf communities. Furthermore, each man’sracid identity either made it possible for
them to connect with like members within their communities, and/or it constrained

rel ationships with members within the White and Black Deaf communities.

James as a BlackDeaf man: mediating between the tensons of two cultures

James BlackDesf identity is replete with mediating tensons crested by
communities to which he has obvious memberships. Consequently, he has to negotiate
within and between these communities because of his race and deafness statuses. These
tensons are underscored by his experiences with racialized issues that are transferred to
his experiences as a Deaf man and vice versa. Furthermore, the mediating tensions that
James has to negotiate between are aso connected to his education. James fedls that the
tensons he has had to dedl with within the Black Deaf community have been problematic
in hisinterpersond relationships with Black members within the community. James

characterizes dl of these experiences into a phenomenon he characterizes as “double

whammy” phenomenon.
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Bounded within the concept and meaning of double whammy is James
experiences of discrimination, which he atributes to his merged identity of being
BlackDesf. He explains,
being a black man is hard enough, but dso on top of that
being deaf mde, it tougher. | think people may look a me
as a black man and they may have an inkling to give me a
chance, but they may fed less indined to give me a chance,
because I'm dedf, because it may be hard to communicate
with me.

James daifies the meaning of double whammy by tdling the following dories:
| remember giving a phone number to some busness
school | gpplied for a job there, | remember, they caled me.
| couldn't answer the phone and they asked to speak with
me. My cousn told them that no, | couldn't spesk with
them on the telephone and they said that it was important
for them to tak with me directly...my cousn told them that
| was deaf and they hung up the telephone.

Jamesinterpreted this experience as discriminatory as he sates that he,
fet tha [I had been] discriminated againd, againgt | felt, |
fdt tha they didn't give me a chance to undersdand me,
because | was deaf they may thought, they have never
faced that problem before, and they weren't willing to face
it, not at thet time.

The following story provides another context in understanding the meaning thet
James congtructs as double whammy. James recognizes the irony of being adleto
understand spoken speech with hislip reading skills, while being identified as Deef. In



the story below, we see that James' ability to communicate with hearing people servesto

be an insurance protection within an employment context. James recounts,
there's one deaf man that had worked [at another company]
before, and a September 11, when ah the plane and
bombings happened, and they lad him off and he had been
there for about ten years, | been working, | been working
there for about three years, | mean three weeks, excuse me,
they laid him off though and kept me because they could
communicate more easly with me, cause | read lips and |
was able to speak for mysdf and because he could not do
that, they laid him off.

There are two themes running concurrently within James story of being
discriminated againgt for a potentid job and the second tale of seeing a Deaf co-worker
being laid off because of his disability. The resulting affect of these themesisthe
manifestations that James must negotiate. The first evidence of these manifestationsis
played in the way that James tries to reconcile with the discrimination perpetrated agangt
him because of hisrace. Confronting the issue of racid discrimination in and by itsdf isa
difficult barrier for James to overcome, but yet it isaredity that must be addressed in the
obtainment of an objective. Smilarly, deafnessin and by itsdf, while dearly abarrier in
some ingtances, can be confronted depending on the context. However, when
circumstances dictate the merging and blending of both of hisracia and Desf identities,
the barrier of the combined socio-cultura markers becomes insurmountable. He states
that as a BlackDeaf person, people will “tolerate you because you're dedf, there' s that
communiceation issue. But to tolerate you because you black and desf, well, then you're
pushed to the Sde, | know through my experiences, however, white desf people will get
the something before a black deaf person will.”
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Secondly, resting at the interstice between the mediating tensions outlined above
isJames spesking and lip-reading ahilities. Clearly, James gpesking and lip-reading
skillswere an advantage over the other Deaf person; and his skills became an insurance
policy that secured his employment status. However, he withessed a degree of
discrimination between himself and the other Deaf person because spesking and/or lip-
reeding abilities were privileged over Sgn communication.

Y ¢, thereis another leve of tenson that James must negotiate. Thistension is
predicated by the invisible impact of race and education upon hisinterpersona
relationships with Black and White Deaf people. Despite shared communication
modalities between Black and White Deaf people, White Deaf people, more often than
not, will not continue a conversation with him when a Black Deaf person joinsin their
discussion(s). He has noticed how his White Deef friends will physicaly leave ther
conversation only to return after he and his Black Desef friend(s) are finished talking. He
finds this behavior odd given that both sets of friends have attended the same schools.
He dtributes this behavior to the polarization between the two raciad communities.
Conversdy, hisinterpersona relationships with his Black Desf friends are constrained
not by racidized issues but rather by his education. James maintains that his relaionship
with Black Deaf peopleis strained because of his education (i.e., obtaining a high school
diploma and having had gone to college). James contends that he received alevd of
quality of education that is different in comparison to his Black Desf friends. As such,
James believes that he is perceived as different among his friends and members within
the Black Deaf community. Furthermore, James believes that members of the Black Degf
community are jeslous of him because of the difference in qudity of education. Thus,
James racia and educationd experiences have served to become an obstacle that must
be negotiated as he continues to work and/or build relationships within his communities.
The badis of James argument rests in his observation between his educationa

experiences and those of the Black Desf community.
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| can't say that other black deasf males have experienced the
same thing. Especidly here in Georgia, because black desf
men, have not graduated with ah ther diploma A lot of
them did not finish school, or they would finish school with
just a cetificate and so they redly did not complete the
schooling | did...from my observation, | asked, sometimes
to see why they wouldn't understand something. | wouldn’t
understand what was wrong. Sometimes because of the
education I've had, some would look a me funny. I've
noticed that whites whites whites are different and the
black deaf mdes are less inclined to get their education. |
noticed that black deaf femdes are more inclined to get
their education. But many of the black deaf maes are not. |
would ask them if they graduated from high school and did
they get therr diploma | would ask them specificdly did
you have to test out to get your diploma or did you just
graduate? And did you just get a paper that say you
graduated and did your diploma say it was an actud
diploma? And a lot of the times they would say no. | would
ak them if they went to college. Or if they thought about
going to college. Many of them would say no and some of
them would go to uh, like a college education, but like not a
prep school — type of college, maybe like a community
college, like community type seting, or any college

experience.
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Jama as a BlackDeaf man: dimensondized degrees of rejection

Issues associated with Jamd’ s BlackDesf identity manifest into multiple degrees
of rgection. At theroot of hisrgection rests hisracid and Dedf identities and his
education. And just like James, Jamd has experienced problemétic interpersona
relationships with both racid groups within the Deaf communities; and he attributes these
difficulties to his race and education. However, for Jamd, the outcome is different. Asa
result of his educationa experiences, Jamd critically thinks about and/or deconstructs
complex and prevailing socia issues impacting his community, and subsequently, his
persond life. Drawing upon the meaning he has derived from his persona experiences,
life, and socid issues, he is then able to engage into meaningful diad ogue with people of
like-mind.

Jamd contends that his critica thinking skills and facility for understanding and
using spoken English language to communicate, has made his interpersond relaionships
with Black Desf people problematic. Jama maintains that members of the Black Degaf
community have accused him of sgning and acting like White Degaf people. Jamadl
connects this accusation to the type of school placement and educational experiences he
has had in relaionship to other Black Deaf people. According to Jamd, Black Desf
people have criticized his sgning and are more often than not, reluctant about entering a
conversation with him. Jamd in turn, interprets their criticism and resistance as aform of
rejection.

Conversdly, Jamd is able to engage in ameaningful diaogue with White Degf
people, because they share commondity within language style, command for language
and vocabulary, and critical thinking skills. However, heis till conscioudy aware thet he
is seen as a Black Degf person in the eyes of White Deaf people. Consider the following
narrated discussion about hisinterpersond experiences with both Black and White Deaf

people. Jama says,
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Black Deaf people think I'm white. [My] black friends
think I'm white. They say that | act like I'm white | tak
like I'm white. | tdl them | can't hdp it. | was rased
around white people. They say | dgn like a white person
you know I'm sorry | can't hep it. [T]hey say, I'm too
educated for them or something like that. | say finegl “What
do you want me to do? Slouch or sgn different? What do
you want me to do? They just say that | Sgn different | use
bigger words. | couldn’t believe that!

Jamd attributes the difference in his Sgning and communication syle to two
interconnected dements. Jama attend a mainstream schools throughout his educationa
experiences, which white students aso attended. Jama states,

A lot of [my friendg]...went to the resdentid deaf school.
| didn't go through that. | didn't have the experience of
going through the desf school and so | didn't redly
understand. | could never appreciate what they went
through. | was in a hearing mainsdream school that was
predominantly white. | learned with white children in white
clases. They didn’t have that. They didn’t go through what
| went through ah, being raised in awhite society.

As a consequence to being educated within a mainstream school setting that was
populated predominantly with White American students, Jama feds that his education
was “more advanced” than his Black Degf friends. He states,

the way | dgn, the way | think, I think, is different from
them, some of the things that they think is important, |
think is dlly. And 0 some of the things | think is



important, they think is dlly. And so | try my bes to fit in
with my black friends so that we can understand each other.

The tenson thet has manifested is the result of the different levels of educationd
experiences between Jamd and his friends and consequently, Jama he feds“ pulled from
one sde or another.” Furthermore, as the following comment show, Jama fedsforced to
switch in language approaches. He states,

adways feding like I'm being pulled from one sSde or
another. To the black sde, to the white sde you know.
One, when I'm with my black friends, | have to sgn one
way. But when | with some whites, whites | have to 9gn a
different way. With a higher educaiond level or a lower
educationd level, | fed like I'm going up or down. And S0
I’'m aways thinking that my style of speech has to change,
with white friends. | may think | may tak about busness or
politics or education, but my black friends don't care. They
could care less about those things. They want to know more
about what's up a work. What's going on with my family
and so it's totdly oppodte from what | tak about with
whites that | work with. My black friends they don't
understand anything, if | talk about education or politics or
something like that. They don’t get that. | have to go back
and forth whenever, depending on who I'm talking to.
Subsequently, Jama is positioned and, consequently, forced to negotiate between two
competing and oppositiona tensons. First, Jamd is caught between the educated and
undereducated groups within his communities. Secondly, he is forced to negotiate a place
for himsdf between his Black and White Desf communities. Jama states,

180



181

| fed like I'm in the middle, | duck in the middle. Black
degf think I'm white my white friends, think I'm black so. |
know tha | have to tak differently depending on who I'm
with. Unless I'm taking to a black person that is more
intdligent than me. They understand who | am, I'm able to
tak to them about everything, politics, you name it. But the
re of my black friends, I'm saying that they're not smart,
you know, they just don't talk that way, and so | can't, it's
hard for me to find a common ground with them ah, to to
be able to tadk &bout subjects like that. | have mixed
fedings about that trangition | have to go through.

The third form of rgection that Jama has encountered has to do with his
experiences with the hearing community specificaly hisfamily and co-workers. With his
family, he experiences a benign form of rgection. In hisfamily’s eyes, heis adisabled
person, and it isthis perception that continues to secure an externd identity, which Jama
does not share. Jamal recounts a tory that predisposes him as disabled, athough there
was no physica evidence attesting to that fact that he had a disability.

| remember one time ah, [my cousns and brother] were
going to cross the dreet. Everybody was gonna we were
just going across the street whenever they wanted. But [my
mother or adult relatives] would grab me to walk me across
the sireet because | was deaf. They wanted to keep me back
because | was deaf because | was the only one that was
def. And | had to wak with al of the other family
members across the dreet, that everyone dse, dl the other
kids were able to go across the street. And they would

seclude me away from the other children from crossng the
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dreet because | was the only deaf child. | remember them
putting their ams around me. | didn't like that, because
they would protect me, they were like so over protective of
me because | was dedf, and they fdt like | could not do this
on my own. | just, | hated that. And then | got to the age
where | was able to understand you know how dangerous it
was to cross the dreet and to watch the light and al of that.
And once they saw that | understood, then they would let
you know they let me go. But when | was younger, oh, they
would never let me do that. | remember seeing my parents,
letting my brother go and do that and they ill would not
let me do it. And you know | didn't like that a al. You
know. He's four years younger than me, you know, but
you'll let him go and would not let me go. So, | | fdt like
they thought it was too dangerous for me. | was big enough
to cross the dreet, but my brother, he couldn’t be no more
than four or five maybe. My cousins were here three or four
people three or four of them would go across the street on
thelr own, but they wouldn't let me do it.

Just as Jamd’ s family benignly perceives him to be disabled, so too doesthe
larger society. No where is this perception more evidenced than where Jamd is
employed. Ther view of Jamd as a disabled man ultimately morphs into discriminatory
regection. Thistype of rgection is predicated by the way his employers and co-workers
interpret and/or perceive his deafness as a disability. Thisinterpretation foreground the
view that Jamd’ s deafness is a disabling condition; as such employers and employees
rgject him as an able-bodied person and discriminatory reection ensues. Heis
discriminated againgt because he is perceived as incapable of performing at the same



level as his hearing co-workers. Thereby, he is obstructed from pursing any promotiond

opportunities for advancement. Consder Jamd’ s following statement.
| fed like you know that's discrimination you know. | have
others who | have higher seniority [but] ...who have moved
on pass me. A supervisor, | think has discriminated againgt
me. You know in using the teephone. You know I’'m not
able to use it, 30 you know. A lot of times they fed like
they have to hep me do things to do things to get any kind
of traning anything, | fed like | have to twig ther am to
get it. And s0 they don't give me a lot of opportunities. |
fed like there is discrimination | fed like with the seniority
| have. | should be alowed to do everything. But because
its so limited in our communication, they don't do
evaything with me So | fed like I'm limited in my
opportunities.

Jordan as a BlackDeaf man: outside of theinsulated Deaf cocoon

Jordan does not congtruct hisidentity in the same way as James or Jamdl.
Furthermore, living hislife as BlackDeaf man is not as complex or problematic as Jama
or James contends. According to Jordan, he views his experiences as BlackDeaf as“not a
hard life,” in fact it has its advantages. Jordan states * he can get things, life is the same,
no meatter, race or dedf, it' sthe same.” It is safe to assume that Jordan’ s BlackDesf
identity was secured by his shared experiences with other Deaf students at his school for
the Desf. Thus, Jordan shows little concern about how heis perceived in ahearing
society, but however protective this insulating cocoon may be, it is more often than not

disrupted when Jordan encounters experiences associated with his BlackDedf identity
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outside of the Deaf community. One clear example of how his BlackDedf identity is
disrupted are his experiences with hearing police officers,

Mavis what other places have you traveled to?

Jordan: uh now, many places. I've been to Horida
many times. To Miami severd times. Uhm, | got caught in
Miami. | got pulled, stopped in Miami by the cops. That's a
long story. Uhm, a bunch of deaf people were there in
Miami and were having a good time, were hanging out
and having a good time. | was with a date. | was with a desf
person, a date. We drove dl the way down there, we're
having a good time, we're in Miami, we had driven like
twelve hours and no wait a minute, let me think. |1 seen on
[-95, | seen dl these people being pulled over. You know
like drugs and drinks, and stuff on tops of the cars. And so,
the next thing you know, Sunday, I'm being pulled over.
I'm being pulled over. I'm getting arested on a Sunday.
And they looked me over and checked everything looked at
everything. They checked everything in my ca. | had a
BMW. They ruined everything. They touched everything.
They dumped everything out of my car, looking for drugs, |
guess. I'm dgtting there, o.k. wel, hmmm, go ahead, and
they did find an acoholic beverage and that's it! and that's
it. | mean | was thinking shoooooo, I'm going to jal, I'm
scared. I'm going to jal. But | didn't. My girlfriend took
over driving, and | was like ohmigod, ohmigod, ohmigod,
ohmigod, ohmigod and then we just got on down to Miami

and uhm, | didn’t want them to touch my car. You know |
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was in Miami, | was like in Miami, | was like no no no, |
don't want any touch any now, | donm't want to touch
nothing.
In another story, but with a different outcome, Jordan recalls how the police trested him
one night while driving home by himsdif.

Ok. I was driving and the police was behind me and ready
to turn on the sren and | was red close to mother’s house,
rea close to her house and he turned on his Srens and |
pulled up opened my door, on my mother's property. I'm
on my mother’s property. He puts a gun in my face. I'm
like whoa, whoa, whoa, whoa, whoa. | mean | was right
ner my home | sy 1, 2, 3, 4, fifth, sxth houses avay
where she was deeping. Two o'clock in the morning. 1, 2,
o'clock in the morning. I'm like this is my mother’s house.
He likes don't ...heé's shouting @ me. And the next thing
you know, a whole bunch of police officers. Cars come out
of nowhere onto the property. | was scared. | mean, I'm
right here, this is my mom's house! They did not beieve
me. They took me, handcuffed me. I'm screaming and
screaming, screaming and  screaming,  screaming and
screaming! My mother she degps hard! I'm mean, when
she's out cold. But the neighbor heard me screaming and
sawv what was going on and caled my mother. Woke my
mother up. My mother opened up the door and started
blahblahblah  blahblahblah  blahblahblah  blahblahblah and
the police was oh oh, so sorry, and let me go. | mean I'm

right there on her property and they got a gun in my face! |



should have sued them. | redly should have sued him. |
wish that | could it. | mean they were going to take me to
jal. An my car, it was right therel On her property. In the
driveway! In the driveway! They were going to toll my car!
What were they going to do? I’'m on her property, going up
the drive, you know, how the date, has their little share of
the land, right there in front of the house? Right there in
front of the driveway. They were going to toll my car! For

what?!
Mavis did, were these officers white or black?
Jordan: black, white everything. They were Al

taking there was a bunch of them with radios and they
taking and I'm trying to communicate. | got my hands in a
handcuff, trying to write back and forth, which is even
harder. 1t was awful. Trying to communicate. I'm trying to
sy I'm desf, I'm deaf, you see my hands ae linked
together, | can’'t Sgn, I’'m showing them that I’ m deef.

Mavis did they ever explain why they stopped you?

Jordan: | asked. | asked. They said I'm trying to ask
why are you doing this to me. But you know my hands are
cuffed together, | can't redly write and they just going
blahblahblah  blahblahblahblahblahblahblahblahblah. | can't
understand a word that they’'re saying, | couldn’'t hear what
they were taking about. Because | couldn't hear them. |
couldn’t understand them! So no, | don’t know why.

Mavis and then they just let you go with no

explanation to your mother or anybody?
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Jordan: | was taken to jal.

Mavis oh you were teken to jail ?

Jordan: yes.

Mavis and they, and they didn't get you an
interpreter?

Jordan: no. And | went to court! An interpreter did

to come to court. The police came in and they dismissed the
police officer. | wanted him to be there face to face, but
they let him go, and they took me to federa court. Police
did not show up for court. I'm like, look my opinion, it was

some sort of conspiracy going on!

Mavis  do you think that they arrested you because you

were black? Or you looked like somebody or mistaken

identity?

Jordan: | think maybe, | think so maybe the wrong

person or the police thought | was someone ese, or thought

| was guilty. | don't know. | mean, they just stopped me! |

mean they lied!
The sgnificance of Jordan’s BlackDeaf identity experiences outside of the Deaf
community is an important eement to understand. Outside of his Desf world, race
matters sgnificantly. Given today’ s headline subject matters on racia and rdligious
profiling, Jordan’ s racid identity isimpacted within a socio-political context. Hisracid
identity is further impacted by his communication modality as evidenced in the second
sory. The preceding stories show that BlackDeaf men assume the effort to facilitate
communication between themsaves and the hearing community. In Jordan’'s
circumstance, the situation isreversed. Little or no effort is made to directly

communicate with Jordan. Jordan’ s deafness isimpacted upon by the way hisidentity is
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congructed as a Black man by the larger society with little regard to his hearing
discbility.

David as a BlackDeaf man: adjusting and adapting to changing socid times

I ssues predicated by race and an inability to hear predominantly underscore
David's experiences as a BlackDeaf man. Specificaly, holding deafness as the congtant
socio-cultura marker, race and the ability to hear are competing socio-palitica entities,
which are causd to the shifting of socia and hierarchica positionings. In other words, a
person’sracidized identity and tacit assumption about hisher ability to heer is
hierarchicaly privileged within our society. This stance is supported in the following
gory in which David' s deafness is held as the congtant socio-cultura marker. Inthis
narrative, David embeds his reflections about the explicit affect of race and the impact of
atacit assumption of a hearing status.

[I am] black deaf together, dl in one | fed like...I'm
totaly different from white desf mdes...they're different
from me...[T]hey are able to pick up things because of who
they ae...| fdt discriminaion. As a white person, they
never had to face it...| have discrimination job-wise while
noticed things that was frudrating...because of being dedf.
Wdl, | faced most of my discrimination because of my
being deaf [a the] job a lot of times | don't get a lot of
things because [I’'m] dedf. [I work] at the Company X, you
know. They redly didn't tran me the way they traned the
hearing people. The hearing would advance and they get
these better jobs, but we would stay. The deaf would stay in
the same job. | give you an example The deaf, mysdf
being a desf man, and a hearing man, we would [be]



working the same postion and | would notice him, you
know, he would become a supervisor. | would ill be doing
the same things. You know a lot of programs and things
that | learned later on, he would have dready learned and
have been training for it. 1 could never undersand why. |
just based it on that | couldn't hear. | couldn’'t get what he
was getting, uhm, through these trainings and workshops
that he was going to. Some of the people a [Company X]
were teking tests. Hearing people, they have taken the test
and faled it. But because they can hear, the superior
management they, would uhm, move them on, and the dedf,
we would gay in the same position. [I] talked about it [with
my supervisor] and then he would go off and dart taking
and “you're working good.” You know he'd do his little
ggn language with me, but | know, that | worked better
than this hearing guy, hit he was ill able to advance umh,
left me behind. | remember sometimes working. |1 would
finish what | was doing, | would have everything caught
up. My supervisor would come to me and tell me to go and
help this hearing guy out. Ah, that upset me, 0, sO much
because | didn't fed it was far. | fet that | was [being]
taking advantage of me because | was desf. A lot of times
the white deaf around me would go and help out. | just felt
that it was not far a dl, because of my deafness. Or redly
jus favoritism, a lot times. The supervisor sometimes they
would prefer a black person uhm maybe the supervisor
above my supervisor ah, maybe a white person, may pick a
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white man or woman to be advanced to another job. It just
depended on who it was in managemert at that time.

One criticd issue within this story isthe baancing act that goesinto play between
three competing socio-cultura markers. In this context, David' s deafnessis andogous to
afulcrum upon which issues of race and hearing rests on opposite ends of ateetering
seesaw. Thus, the resulting impact upon David as a BlackDeaf man is his feding of
frudration toward the explicit and tacit forms of discrimination within the workplace. As
the narrative above shows, David is confronted with smultaneous discrimination, as well
as, attituding discrimination because of hisracia and desf identities.

Smultaneous discrimination and attitudind discrimination are directly linked and
can be observed from David' s charges about the racia privileges extended to employees
who get promoted by supervisors of the same group afiliation. However, David' s charge
obscures a criticaly important point, that being, David' s inability to hear was taken into
account in the congderation for promotiona opportunities between both Black and White
supervisors. In other words, whilerace is clearly a dominating factor that can and does
privilege certain people, it did not matter that David is Black. It mattered more that David
was Desf.

The explicit and tacit nature of the forms of discrimination Stuates David ina
position to observe the socia hierarchica order. He intuits that he is a the bottom of the
socid tier. He fundamentally sees that White people are at the top of the tier followed by
Black people. He has also observed that having the ability to hear (in this context) can
shift the socid structure between himself and Black hearing and White Deaf people,
particularly if the Stuation is bounded by forma authority. While he shares a Desf
identity with White Desf people, he gill understands that their race will ill be
privileged. Smultaneoudy, the discrimination he faces because of his shared membership
with the Black hearing community is because hearing is privileged. The above story

shows the manner in which race and deafness seesaw to the foreground and/or become



the backdrop to any given socid context; consequently, subjugating David' sidentity of
being BlackDegf to discriminatory practices and/or socid inequities.
Identification of Gendered Roles

The preceding discussions on identity congtruction and development show that the
socid context and/or circumstance can dictate which socio-culturd marker isbeing
privileged, impacted and/or influenced in determining the framing of an experience. Itis
aso clear from the narratives rendered by these men that race and deafness Sit on
opposite ends of the continuum. Just as these men’s stories show how the Situation or
socid context, which are analogous to a pendulum swinging back and forth between race
and deafness, shape and define their interpretation of their identities, it dso congtructs the
meaning of these men’s gendered roles. But how these men come to understand their
gendered rolesis predicated by their separate and/or blended intersecting identity
markers. The participants stories show the defining characteristics of their gendered
roles and how they blend into their gender identity.

Gender identity is best characterized within this study as the multiple roles that
each man hasin relationship to the socid context in which heisengaged. Theserolesare
adaptable with respect to the position they have within their families, employment, and
community. All of the men share a common bond with respect to being a son, brother,
husband, provider, and (with the exception of Allen) father. Each man has assumed and
acted out hisrole(s) and the related responsibilities as dictated and defined by society. In
other words, there is an understanding that in each of these positions there is a masculine
functiondity that is typically and traditionally assgned to each of theseroles

However, what makes the nature of these Sx men’s gender identities different
from the traditiona mae roles is the manner in which they have to interpret and congtruct
meaning of their positionsin their persond lives. Hearing Black men filter their gendered
roles through their racid lens. However, the participants experiences of being a son,
brother, husband, provider, and father are filtered through the juxtaposed lens of ther
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racid and hearing impaired, Desdf, culturdly Deef identities. For David, his gendered role
indudes his blue-collar status, parenta responsibilities, and the perception of being a
financidly secure son. For Lloyd, he consders himself a professonal man, which
embeds characterigtics of being a caretaker (which includes that of being a husband and
step-father), teacher, provider, advocate, and friend. In our discussions, Allen’s gendered
roles were lesswell defined than the other five men. It could be assumed thet heisdill in
adevelopmenta stage of becoming, but extrapolating from his narratives, heisaman
who is*“ getting older.” Heis aman desirous of assuming roles that could define him
more clearly. For instance, histaks of remarrying and having children, particularly little
girls, are more associated with that of afamily man. It isimportant to note that Allen’s
gendered development is bounded by his strong attachment to his deceased mother for
whom he il grieves. Thus his gender identity continuesto evolve in the face of his grief
and deafness and subsequent self-imposed isolation.

Jordan smpligtically sees his gender identities as a concerned parent, husband,
son, referee, and a government employee as relaiond to his present living Stuation. Y et
his gender identity are nevertheless multiple and intersectiond. Jamd’ s “workaholic and
homebody identities’” embroil multiple and intersecting roles of being aworking and
family man. Although James does not specify a gendered designation as the other men,
his gender identity as a Black man could be extrapolated from his narrative. He has a
strong sense of loyalty towards Black women and a high degree of responsive advocacy
toward the Black Deaf community. These characteristics produced a self-defined image
within James, a man committed to the advocacy and support of both groups of people.

Findings

Two important findings emerged from my analyss of identity construction and
gendered role development. First, the participants narratives show that the social context
in which these men find themselves Situated determines which aspect of their multiple
identitiesis being privileged. Thus these men are dways in a postion where they are
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forced to act, react and/or respond to the identity thet is being privileged. At every point
of ther racid experiencesis the suffusion of language issues, and a every intersection of
these men’ s deafness experiences is the infusion of racid concerns. Vernon (1999)
conceptualizes these men’ s experiences as negotiating between multiple oppressons.
Compounding these men’s experiencesis their outsider statuses within and between other
marginalized communities (e.g., Deaf and disabled) and the dominant culturd (both
hearing and White) groups.

Secondly, the participants' lives have been persondly affected because of their
encounters with events associated with living as a man who aso happens to be Black and
Dedf or hard- of-hearing. Therefore, the notion of being a man who is Black and Desaf or
hard- of-hearing is an experience as wel asit is an identity congtruct. The participants
lives are suffused with events that have taken place within a society governed by issues
of race, ableism, and audism. Embedded within these events are the tensons that their
sodo-cultura identity markers bring to the Stuation in which they are engaged. For
example, a any given time they are faced with the tenson of being amde within a
Society that validates the traditional White male image; being a Black person living
within a society that privileges members of the dominant mgority culture, or being a
Deaf or hard- of-hearing person within a predominantly hearing community.
Subsequently, the events in which these men’s socio-culturd identity markersarein
conflict produce experiences that construct meanings that the men understand as Black
Dedf or hard- of-hearing men. More importantly, these men are confronted with these
experiences on adaily bass.

The ultimate affect of the participants experiences have created Stuaionsin
which they have been forced to develop survivd tactics and/or coping mechanismsin
order to live within asociety that is oppostiond to their identities. In addition to
surviving and coping in a society thet is predicated by race, audism, and ableism, these
men gain skills and knowledge that enable them to maintain a sense of sdf that isin
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many ways different from how the larger society constructs, defines, and interprets these
men'sidentities.

The second finding is an important point to understand because of one of my
opening statements about identity congtruction. As hearing people, we assume that people
can name and define their identities. But as this study discovered, four of the men had
difficulty in understanding the concept of defining their identity. The two men that could
name and define thelr identities were able to do so because they understood spoken
gpeech and needed little guidance and/or assstance in understanding what was being
asked of them. However, they were al able to describe their experiences of living as
Black Dedf or hard- of-hearing men with relaive ease. As such, thar collective stories
show that living as Black Deaf and hard- of-hearing men is an experience asitisdso an

identity congtruct.



CHAPTER VI
BLACK DEAF AND HARD-OF-HEARING ADULT MEN AS LEARNERS:
LEARNING LESSONS OF LIFE

This chapter discusses the last two research questions that guided this study. This
research question sought to examine the relationship between the identities of the Sx
Black Deaf and hard-of- hearing adult male participants who took part in this study and
their schooling experiences, as well as, investigated this relationa connection in the
men'slivesin contemporary times. In order to answer this research question, | placed at
the center of my investigation, ten narratives reflecting different learning experiences that
these six men experienced in the course of their lives. | characterize these narratives as
gories of learning lessons of life. Asaresult of my andysis of these narrated tories |
have made five obsarvations.

My first observation shows that with respect to the intersection of race, gender,
and deafness, the mgority of these men’s learning experiences occurred within a
culturdly relevant context. In other words, the issue of race became a non-relevant factor,
snce the mgority of these men’slearning experiences (with the exception of Jordan’s
snake gory) were Stuated within an environment that was racialy and culturdly
conducive to their identities as Black men. With respect to gender and deafness, more
often than not, these two socio-cultura markers were mutualy compatible to each other
within the learning context. We saw in chapters four and five, the manner in which these
men’s hearing disability was incompatible to a predominantly hearing educationa
environment. As a consequence, these men experienced varying degrees of tenson
brought about by the audiological concerns between two different, conflictua, and
oppositiond communication modalities, but the narratives in this chapter show thet this
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tension is absent as these men encountered |learning experiences specific to their persona
interests and objectives.

A second observation resulting from my andlysis of these men's stories was that
their learning was accomplished through a different learning transmisson process. This
learning transmission process included opportunities where these men could observe
behaviord activity that they could emulate and/or practice what they saw experientidly
or by a hands-on demonstration with a expert watching to check and/or correct them by
using sgn language, gesturing, or one on one questioning and answers. Ultimately, these
men learn and were taught through their visua medium and close personal association
with people who cared about their learning and/or took the time to socialy interact with
the participants. All of the above eements made an indelible mark on al of these men’s
learning processes and persond lives.

My third observation of these narratives shows that these men achieved a pattern
of successful attainment in their learning particularly when their learning was
contextuaized to bility. The participants narratives showed that lessons they
encountered produced knowledge that they would come to benefit from in their
relationships to themsalves and their persond development. Knowledge in this context is
understood as coming to understand the eement(s) of a particular experience and
determining its relationship(s) and impact in these men'slives. While learning is
understood as a change that comes as aresult of knowledge acquisition, the narratives of
the six participants show that knowledge was accessed through a different pathway other
than the traditiona avenue(s) more commonly used by hearing people. For the purpose of
this study, pathways are contextudized as bility.

Thetraditiona pathway of knowledge transmisson istypicaly done auditordly,
ordly, and/or reading; and the traditiond path of learning is done via the processes of
reading, doing, talking, seeing, and hearing. However, the narrétives presented in this
study showed that the men utilized their eyes to observe, sudy, and assess new
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knowledge. Secondly, each man was in a position to develop close and persond tieswith
individuas who had expert knowledge about the subject matter that each participant
wanted to learn and understand. Thus, accessihility is operationaized as knowledge
acquisition and learning that is uninhibited by ord and audiologicdly based barriers. This
pathway leads to knowledge that exists outsde of any forma educationd context. Itisa
pathway to observing knowledge that is being played out experientidly; and itisa
pathway to knowledge that is smultaneoudy being produced, observed, and/or

experienced at the sametime.
My fourth observation about these men’s stories show that they had

transformative properties that extends beyond socio-economic boundaries. Furthermore,
these stories cut across sociocultural and politica redlities and show that thereisa
relationship between identity, learning, and deafness. As such, the stories redefine the
meaning and understanding toward motivation and barriers to participation for Desf
Black men.

Findly, whilein the process of examining these men's schooling experiences
during their formative years, | discovered that there was a difference in the meaning and
interpretation between the participants schooling and learning experiences. Schooling,
within the context of this study, meant more of aforma and/or procedural process of
educeating disabled learners. The schooling that these men received ensured that they
were formaly educated in an environment that sought to accommodate their disability,
which was linked synonymoudy to these men’s learning needs. Efforts were directed to
addressing the barriers that existed between their hearing disability and the actua
learning environment. Wheress learning (as evident in this chapter) meant out- of-
schooling experiences that led to knowledge acquisition and skills that were gpplicable to
these men’s persond interests and godls.

It isimportant to say at the outset of this discussion that none of the participants
are presently engaged in any forma ingructiond activity, but clearly the formd
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education they received has been a contributing factor to the varying degrees of success
they have experienced in ther lives as adult men. Since these men are not engaged in any
formd educationd activity, it was hecessary to turn my focus on learning experiences
that these men participated in outsde of inditutionaized schooling setting. These
narratives show that after the men graduated from high schoal their learning did not stop.
These men went on to pursue and/or participate in learning activities that specificaly met
their individualized interests and objectives. For example, David learned how to go about
coin collecting, and he aso became an experienced traveler. He learned about Black
American history after developing a persond relationship with aleading civil-rights
activigt. Lloyd participated in informd learning activities such as bible seminars and
governmentd training programs. He aso became a sdlf-taught advocate for the Black
Deaf community. James returned to his hobby of fixing cars and has plansfor learning
how to do car body painting. He has attended bible seminars and has expressed an
interest in learning how to sew and how to become ared estate agent. Jordan's early
exposure to basketball fueled a passion for becoming areferee. He has been encouraged,
mentored, and coached on becoming a skilled referee and regularly atends the annua
mandatory referee classes, which meet one month prior to the basketbal season.
Additiondly, Jordan has learned how to confront and/or address stressful experiences
commonly shared by many Black hearing men. Although neither Jamd nor Allen has
participated within any particular learning activity or hobby, Jama’ s over-dl interview
suggests that his entire schooling experience has been alife learning experience, and
Allen'sinterview indicates thet the desth of his mother and related familid issues,
problems, and concerns have been ingrumentd in saling out his learning devel opment.
To examine and understand these men as adult learners in contemporary times, |
have eected to place at the center of my investigation, these men'’s out-of- schooling
experiences. | accomplished my investigative objective by relying upon narrative inquiry

to examine, decongtruct, and anayze the stories that these men rendered from an emic



perspective (Riessman, 2002). But before | begin my discussion, | will provide a brief
summary of two earlier findings which can be found in Chapter four.

In analyzing the participants  narratives, my investigation reveded that the
participants schooling experiences were shaped and influenced by their parents and the
decisons they had to make with respect to school placement for their disabled sons. The
critical dement that caused these parents high visibility in their son’s educationa
process was their sons' Deef identity. The decisions that these parents had to make were
unshared by parents of non-disabled children. These parents decisions were constrained
by socioculturd redities that limited their choices in deciding where and how their Desf
sonswould be educated. Secondly, as aresult of my analysis, | have concluded that these
men’ s schooling experiences served to become a bridge that connected their childhood
developmenta school yearsto their adulthood statuses. Extending this discussion to
multiple identity construction, my study showed that the socid context is anadlogousto a
fulcrum upon which man’s gender, race, and hearing disability teeters. In other words, it
isthe socid context that these men found themselves engaged, and privileged one of their
identity culturdl marker(s) over another.

DaaAndyss

Stories, according to Eisner (1997) and Holland and Kilpatrick (1993) provide the
structure people use to make sense and/or understand their lived experiences. Davidson
(1997) concurs as she talks about the way events occur within a story and subsequently,
help produce meaning. Thus, in order to understand the meaning embedded in the
participants narrives, it was necessary to examine the “why” something happened
within their learning experiences (p. 28). In order to understand the meaning embedded
within the participants tories of learning, as well as the why something happened, it was
necessary to take a procedura approach unique to the other traditiond studies. Snce the
mgority of the participants communicated with me by using their native language,
American Sign Language (ASL), | had to fird trandate it from visua to spoken language.
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A certified Sgn language interpreter was an indrumentd tool in this process. Hisvoicing
(i.e, trandate) of my participant’s visua language made it possible for me to access their
sgned narratives and transform (Kvae, 1996) them into textud print. Next, | deployed
and inserted Labov’s (1972, 1988) and Riessman’s (1993) narrative codes into each story
asaway to temporadly structure and analyze the seected narrativesin this chapter. Each
narrative included an abstract coding that introduces the narratives, an orientation coding
that Stuates the context within atempora sequencing structure. The tempora structure
facilitated my understanding of the logic, order, and nature of the participants
experiences. The narratives will dso have acomplication in action coding that involved a
description or an account of what happened during the experience. Complicationin
action may aso reflect a struggle and/or opposition to the normd date of affairs (Essed,
1988). An evduation coding is included with each of the narratives because this structure
lets us know and/or understand how the participant judges what was or was not
acceptable about that particular experience. Each storied experience includes aresult
coding and can be understood as the meaning that was produced as a result of their
learning experiences. The result coding can aso be understood as the inferences that the
men drew from the meaning that has been produced from their experiences. Findly, the
coda coding refers to subsequent action(s) and/or later reflections due to another smilar
experience or encounter. Periodicdly, | chose to insert myself in the narratives in order to
orient my readers as to the storied context of the participants' tale.
Discusson

The narratives contained in this chapter were sdected because of their story
tdling properties that facilitated my understanding, analys's, and interpretetion of the
participants learning experiences. These properties, (i.e., cause and effect, motivation,
heroism, tragedies and/or comedly, etc.) can be discerned throughout the selected
narratives. It isinteresting to note that sometimes these properties are evident in the

men’s sories, while at other times they rested below the investigative scope. | dso chose
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the narratives in this chapter because they resonated with me emotionaly and because
each story struck a qualitative research chord in me as alistener (Van Maanen, 1988).
Neverthelessthe dl of the narratives that participants shared with mein this chapter had
andytica dementsthat alowed me to interrogate and/or deconstruct their learning
experiences and then come to judgment about who these men are as adult learners outside
of the forma schooling context.

| begin with Jordan’ s story about an experience with a snake in his youth.
Following this story and andlyticd discussion, | move towards another tale that began in
Jordan’ s developmental school years but ended up becoming the foundation for a career
building decison.

Jordan
The Deaf Dorm Parent and the Snake

(A)Can | tdl you this story? Do you want to know what
happened to this story? There was a snake one time

(O) Do you remember so and s0? A dorm parent. He was a
redly good dorm parent. And oh, he had a good education,
taking about getting a good education, and warning us
about things.

(E)[H]e was good. He gave good advice. He cared about
education. Teaching us about things and how to get
through.

(O)We would do things like go through the forest. We
would go on outings on trips. We would wak in groups,
tak.

(CA) Uhm it was dl deaf people, and there was a tran

track, and a snake by the train track, in a little area that was



vacant, it was a lot of snakes in the area where we were.
We would seethem dl thetime.

(E) Redly, it was too many snakes in that area | mean tons
of them everywhere.

(CA)It was just laying there. Oh | said, ‘that snake is dead,
that snake is dead’. We were dl looking at it and sure
enough it jumped and bit, and bit someone. Another desf
person and I'm like redly! He came very fast! The snake
bit him very fast. And the supervisor, dorm parent came
running over and took his knife, he had with him, what am
| saying, not redly a knife, but it was oh, you know this
pat of the bet buckle right here he took that, jabbed it,
jabbed it redly hard.

(E)My dorm parent was redly good with snakes, was redly
good in this gtuation. | mean, |1 don't know. | was nervous.
| was very nervous. He' sjudt laying there.

(CA)You know hed say ‘watch me wach me and you
know we were dl watching him do this and he was fast to
do this work. [A]nd we were dl watching, and try to get
the venom out everybody stood back and watched him do
this. He knew just what to do, to spit on his hand and suck
the venom out.

(E)Oh man!

(O)Y ou know the hospitd was very far

(CA)We jug lifted him up over the shoulder, we al took
turns, as we got tired, carrying, hoising, this boy back to

the dormitory, we took turns hoising him over our
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shoulders, getting him back to the dormitory getting him to
the infirmary oh God!

(E)Wetried to carry him

(CA)We get so tired because we had been waking so far
out in the woods. And we would carry and we take him, we
take turns bringing him bringing him back oh gasp!...

(O)The houseparent

(CA)He oh get very sck. He had to be off work for severd
weeks.

(E)You know probably because of the snake venom and dl
the suff he took in his mouth.

(R)He would have died out there! He would have died, if
his counsdor hadn’'t seized the opportunity to take care of
him, theway he did. Haha, | don’t know, | don’t know.
(E)That was something! He was so smart! | mean how did
he know how to do that.

(CODA-E)l mean yeah, looking back, ill, | learned. |
leaned you know but ill | have to learn more, other
things. Y ou have to learn how to take care of yoursdf.

(E)Deaf people don't have a very good education. Dedf
people need to be better educated. | have a wife and
children. What if like the Hamlich maneuver, a lot Desf
people don't know how to do the Heimlich maneuver. They
don't know how to save a life. Deaf people have children
and they don't learn these things. It could be very bad. |
think it is very important for deaf people to have good
discipline and good education.

203



204

In examining Jordan’s story about the snake and the dormitory parent, | discerned
that he tended to weave in an evaluative component after each complicating action that
occurred during this particular experience. In this context, the meaning of evauating took
on different interpretations after each complicating action. Evaduating in this senseis
deemed as processing, questioning, ng, acknowledging a potentia problem or
drawing conclusion about an aspect of the tory. For example, Jordan wondered about the
knowledge and skill of the dorm parent in knowing how to suck the venom ouit of the
victim'sleg. Or, notice how Jordan acknowledges a potentid problem, as he suggestively
implies a'what if' scenario when he states that Desf people do not know about life saving
techniques such as the Haeimlich maneuver. He lets us know that there are gapsin Deef
peopl€’ s knowledge development about essentid life saving skills and techniques by
concluding the importance of having a good education.

Another important aspect about Jordan’s story isthat there are two acts of selfless
heroism. Thefird act of heroism can be found in the Deaf dorm parent’s quick and
decisve action as he risks hislife to suck out the poisonous venom in Jordan’sfriend's
leg. The Deaf dorm parent’ s heroic act inspires the boys to carry their friend to safety
despite the weight of their burden and distance from the dormitory’ sinfirmary. Jordan is
in awe, not of the dorm parent’s quick and decisive action, but rather, the dorm parent’s
knowledge of what needed to be done. The essential question in Jordan’s mind is how the
dorm parent came to know the technique of how to save Jordan’ s friend' s life. Jordan’s
story shows that he sees a relationship between the educationd level and status of his
dorm parent’s ability to know what to do in acrisis. Again, Jordan then draws a
conclusion about the importance of being educated, not only in hislife, but thet of other
Dedf people.

Findly, Jordan’s story has an Aesopian quadlity to it. This qudity pointed to a
hidden meaning with significant implications for Jordan in his adult life. In this story, we
see that Jordan’s Deaf dorm parent used the life-threatening incident as ateachable



moment for his students. We can discern the application of this teachable moment within
Jordan’ s concluding remarks when he refers to the dorm parent’ s commanding
ingtruction to the Deaf students to watch him as he deploys life saving techniques.
Jordan’s reflection shows that he learned from this experience by the way he connected
the gravity of this particular incident to the importance of being knowledgegblein his
adult life

The next gory shifts from Jordan’s gpplication of a teachable moment in his adult
life to a developmentd learning experience that would serve to be the building blocks for
acareer in intramurd high school sports.

| want to be first famous Dedf refereel

(A) Pat One: The Beginning
Jordan: ...| played a lot of basketbdl [in high school] and

traveled a lot. | learned different sgns from different places
where | would travel. | would play basketbdl. Like ah,
Mason-Dixon tournament. | was very clumsy and awkward

(O) Pat Two: Learning the Rules

| was facinated with the ref. Just fascinated! | jugt, I'd
watch him play, Watching what they did. And then | went
to camp, XX’s camp. And we played and there were staff, |
was aways on daff with XX. And | enjoyed it. And [XX]
he sad ‘want to learn to ref? So | played. And like for a
year, two years, three years, | trained and practiced. And
[XX] said ‘you're doing a good job. And he said ‘watch me
more carefully” until | redly had it down pact | got better
and better and better until | redly got adept. And then [XX]

he sent meto be areferee.
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(CA) Pat Three Refereaing in School Gymnasiums. In the

Fidd Training, Practice, and Application

(The) fird time | darted with middle school, junior high,
high school a couple of times, two times. High school was
more a chdlenge... Uhm, therés another game with dl
these hearing people, like a private church or | do outsde
of the area like South Caroling, Fayetteville, Henry county.
| do out of the Atlanta area. I'm not doing Atlanta I'm
doing outer suburban areain the metro area.

(E) Part Four: Evidence of knowledge and skill acquisition

Passing the Test

Mavis. how did you become areferee? How did it start?
Jordan:  with XX. He asked me to go uh, to a meeting ad
asked if deaf people could be referees and XX! He spoke
for us. And then the head referee, they were meseting sort of
a round table like discusson and they said yes, well see
we'll see how it goes. Well give it a test. They test me to
see if | could do it. XX sad you do do the signas and <o,
he would do something and | would catch him, every one
of the midakes, the sgnd fouls or travd or whaever
different sgnds they were going. And they sad fine, come
to ameeting and | was hired. They hired me on.
(CA-E) Pat Five: Convincing the Skeptic(s) and Gaining
Respect
Jordan: My high schoal, | was ohhhhh, ohhhhh, my god,

three refs there on the court and my god' | was very

nervous and the head guy watched me. | mean I’'m deef. All
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eyes were on me being deaf. They were worried. 1 mean
redly watched me work. And then when it was over the
game was over the season was over, we dl went to our
checks and dl this, this man, this boss man, ‘you, | watched
you, you did a good job'. | was like, ‘you saw me?’ He
said ‘oh yeah, | watched you', cause me had to, that’s what
they have to do. They watch you. Make sure you're doing a
good job, they check on you.
(R) Pat Sx: Continuing Education: Referee Classes

Mavis. 0 are these classesfor refereeing

Jordan:  yes. November, ther€'s a class. Everyone will go
in November. And you mest, learn rules, changes, those
sort of things. They're free, they're free.

Mavis how long are these classes in November?

Jordan: one month, | think. | think it's a month. They
send schedule. Maybe fifteen games on a schedule where
I'm gonna go. Pages and pages of them. Where dl the
games are. And then you dart the season. That's when the
games dart. That's where you sart working. | drive over to
wherever the games are. And they pay my gas and they pay
me to work.

Three important conclusions can be drawn from Jordan’s sory in his pursuit of
becoming areferee. Thefirst conclusion shows that Jordan’s knowledge and skill
acquisition was not contained within, nor hampered by textbooks, but rather it was played
out experientidly. Additionaly this knowledge was presented to Jordan in avisud form.
As such, Jordan was able to learn his skills and craft visualy. Secondly, Jordan’s

knowledge was not congtrained within aforma context, but rether it was situated within
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aplace and space that was conducive for Jordan’s learning to take place. Consequently,
Jordan gained confidence as his skill and knowledge about the game grew. His mentor,
who was a hearing expert in the sport, nurtured Jordan’ s confidence and knowledge
development. More importantly, Jordan’s mentor became his advocate when he
determined Jordan ready to be presented before an association of basketball coachesin
intramura sports.

The third important point that can be made from Jordan’s story is that knowledge
and skill can be demondtrated in the face of skepticism. While the earlier part of this story
isdirected a Jordan’s career development, the last section reflects the learning curve of
the hearing referees. The referees questioned the feasihility of having a Deef referee on
the basketbd| court. With Jordan’s demondrative skills, knowledge of the game, and
advocacy of his hearing mentor, they debunk the notion that Deaf people cannot perform
as hearing referees. Evidence attesting to this fact can be explicitly detailed in part four of
Jordan’s mini-gtory, and implicitly, in part five of his narrative. In part five, Jordan’'s
acceptance among his hearing referee peersis deceptively embedded as he talks about
being given a schedule of games that he has been assigned to referee.

Jordan’ s stories show a pattern of learning when knowledge was not constrained
by audiologica concerns. He learned by observing knowledgeable experts who had
gained histrugt, created and utilized teachable moments for persond devel opment, and
who used his language to directly communicate with him.

David
The following two stories are about David. | chose these two stories because they
had an explanatory prose quality. In other words, both of David' s stories are
sraightforward observation about why he was being taught boxing skills by hearing boys
and about Black Higtory by acivil rights activigt. The first of David' s soriesis about an
incident he encountered in his youth. During my interview with David, he happened to



mention that he had joined agang. | was surprised to hear this admisson because | would
have never associated David with agang afiliation. My analyss of this particular story
was conducted and investigated at both the complicating action and evduating levels.

Bad Boys Are Not Crybabies

(A)Mavis. uhm, [are there] any other postive experiences
that you can recdl| related to school ?

David: (O)wdl in school, most of the time, you know |

was on the go, | was dways going to the deaf club.
(O)[B]efore | went to the deaf club, | had joined a gang.

(CA)l remember that there were gangs around us. |
remember the hearing kids taught me how to fight. | had
learned how to fight, from the gangs, there in my areq,
(CA)I dways was such like a crybaby. | would never fight

back and s0 hearing kids taught me how to fight, like
boxing. They taught me,

(E)they were trying to make me to become like a bad boy. |

think because my brothers fought so much.

(Ol did that for a while. | learned how, | knew the skill of

fighting.

(R)So | became aredly good boxer,

(E)it was because of the hearing kids,

(E)I redly redly did good with boxing.

Allow me to set the context that led David and me to the above story. David had
talked extensvely about his learning and schooling experiences. During the course of
David' s Sgned conversation, it became evident to me that he had experienced multiple
levels of tendon between his being a Deaf person and his socid community life (this
included his schooling, family, and friends). Thus, | wanted to know if he encountered
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positive experiences while attending school. Therefore, | initiated the above conversation
to get a sense of any positive experiences connected to schooling. Instead, David's
response moved away from his schooling experiences, and as such, this movement
suggested to me that David did not consider his overall education experiences as postive.
Secondly, as the orientation coding shows, the above story is situated prior to David
joining a Deaf club. The timing of this story suggests by implication that once he joined
the Desf club he stopped fighting. In fact, David supports hisimplication of not fighting
anymore, when | returned to his home for a second interview.

David s gory is about learning self-defense asindicated by his statement that he
was acrybaby. David dso learned to fight to avoid harassment. However, there are
severd sgnificant dementsthat are obscured in the teling of David's story. The first and
most sgnificant dement isthat David joined a hearing gang, not only for sdf-defense
and protection, but also because of his need for socid interaction. | make this argument
based upon a holitic assessment of David' s interviews. David grew up in isolation
because he was the only Deef kid in his community. Secondly, the hearing boys
recognized agap in David's learning about how to fight. This andys's can be surmised at
the complicating action and evauation coding structure of David's Sory.

David' s gory dso implicitly showsthat heis developing apardld thought about
learning the kil of fighting. David is moving towards learning whet is essentialy
important to him. He was learning the meaning of his persona character. He was learning
how to fight others and was assuming arole that was in conflict with hisinnate character.
While David smultaneoudy acknowledges thet he was learning the skill of fighting, he
recognized that his hearing brothers and gang members were attempting to construct an
image that was not a true representation of his character. This statement suggests that
David made an assessment of his hearing brothers and gang member actions. Heimplies
that becoming a*“bad boy” was not his primary objective. This objective reasoned out in
my follow up interview with David.
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After David joined the Desaf club, he disassociated with his hearing brothers and
gang members, because he found socia acceptance among a group of people that he
could identify with more. This new relationship was predicated by shared language and
communication abilities. His new community facilitated an environment in which he
would begin to experience growth and persond development. And, to this end, David
attributed pogtive reflections on learning via the Deaf culture. David learned abot life,
travel, and even socid development by his association within the Deaf club. In the end,
David discovered that he no longer needed to use his acquired knowledge and skills of
boxing in order to preserve his survival.

Thefollowing ory isanilludration of the lasting power of visud imagery
produced by television (ahearing culturd artifact) in David' slife. The timeline of
David's story predates PL 101-431, the Televison Decoder Circuitry Act of 1990, which
would mandate that televisions be built and sold with the capacity for close captioning
technology (Bowe, 1994). It isa story in which David witnessed firsthand the tumultuous
socid events on race relations, racia conflict, and bigotry being played out on nationa
televison without the benefit of sound. David' s curiogity was piqued by the events he
saw happening on televison, but the technology that could have alowed David to
connect the events he witnessed on televison to sound was sill twenty-five years away.
Thus, David's knowledge and understanding of the race riots and civil unrest (and their
meaning) would remain closed to him until a chance encounter put him on the path of a
famed civil rights activigt. This civil rights activist would take David under histutdlage
and ingruct his Deaf charge about the events that led up to the race riots and civil rights
movement, and in return, David would come to understand and, subsequently, interpret
the events he witnessed decades ago as “equd rights.”

On Learning about Black History

(O)Mavis. | noticed that you lived through the period of
the Civil Rights, the race riots and things like that.



(A)[How] was the black deaf community affected by the

riots that were going on in the Sixties?

(CA)David: redly, we redly didn't hear the news except
sometimes we would see it on TV and watch what was
going on, but we didn’t redly get the news. You know we
would see these going on and wonder about them, from the
televison. That's pretty much it. There was no one to
explan it in detal what was going on, we would just see
the action on televison.

(E)Thank God for the televison.

(CA)uhm the white deaf would teach me about black
people’s heritage and they would explain to me and | would
learn from them. And tha was from the white people, who
would explain it to me about my heritage

| learned about this once | moved here to Atlanta, from
people tdling the higory. | used to work with Hosea
Williams, | used to work with him and he would tel me
about dl the things thet happened. He would write, he
gestured, he had uh adeaf cousin, or something he told me.

(E)I learned a whole lot about the history of black people. |
learned so much from what he taught me!

(O)Mavis =0 you didn't know much about what was going
on with the Civil Rights marching with Martin Luther King,
dl theraceriots and dl thet stuff?

(E)David:  no.

(O)Mavis =0 wha did you think about learning dl this
Suff?
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(E)David: it was very disgppointing | haed a right for
equd right thereis an equa right to have equd rights.

(O)Mavis.  but you didn't know what was going on a the
time, that they were fighting for equa rights.

(E)David:  right, | didn’t know.

The advent of television created opportunities to connect hearing people to worlds
beyond their immediate community and spheres of influence. Y et for Deaf people,
watching televison was synonymous to going to slent films without subtitles. Therefore,
watching the emationa outpour of human drama while Smultaneoudy observing mouth
movements creeted gaps in David' s cognitive reasoning in learning and understanding
the meaning of the events that were being played out on televison. The gep in David's
learning can be discerned at the complicating action coding where | had directed my
andyss. Additiondly, at the complicating action leve, thereis clear evidence of conflict
between David's curiogity about the events he was witnessng and his persond
interaction with the White Deaf people with whom he had close persond ties and to
David turned to for explanation. It can be assumed that the information provided David
did not satisfy his need to know and understand the events he witnessed on televison as
evident by hislater conversations with the famed activist. However, what is most peculiar
about the conflict isthat David had to turn to a group of people who were smultaneoudy
privileged (because of their whiteness) and margindized (by the white hearing
community) for ingtruction. It could be assumed then that the information that was
provided to David was received with some reservation, and the gap in David' s knowledge
was left unabridged.

Under theingructiona guidance of Hosea Williams (1926-2000), David reasoned
out the sgnificance of the race riots and civil demondrations. He then connected the
significance of what had happened decades ago to his present understanding about his
life, and then concluded the events and their relationship to hislife as“equd rights” The
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vehicle David used to learn and understand the meaning and significance of equd rights
was through the transmission of expert historica knowledge that supported the visud
images he witnessed on television. The manner in which expert historical knowledge was
transmitted was through a close one on one relationship with the civil rights activigt, who

utilized the ord tradition of telling stories, viamouth movements, writing, and gesturing.

Lloyd

Lloyd Gets His Training Whedls....Into Deafness
Lloyd s gory of learning is Stuated within an informd learning context. He had

participated in a guided governmenta training program that was designed to provide him
with criticaly needed skills for employment. The program that LIoyd found himsdlf
Stuated in was different than any other learning activity that he had previoudy attended.
The format for the lessons and content delivery was conducive for Deaf and hard- of-
hearing learners and traditionaly not found in formal educationd environments.
Furthermore, the training program was outcome specific and designed for immediate
gpplication. Barriers to learning were nonexistent. In this particular context, the learning
activities were semi-structured; yet, this learning activity was bounded by formal
educational structures.

Lloyd had recently failed a college dass a aloca university. Lloyd attributed his
falure in the class to his professor’ s discriminatory actions and behavior toward his
hearing disability. In an effort to address this problem, he sought out government
assstance. He was subsequently referred to another agency for training. Unbeknownst to
Lloyd, thistraining program would be instrumentd in developmentd skills of becoming
a Hf-advocate and subsequently lends itself to be an asset to the Deaf and hard- of-
hearing communities.

Thetraining program that Lloyd attended targeted specific skill deficits for the
participantsin the dass. Lloyd met, for the firg time in hislife, Deaf men and women



who were in his age cohort. The facilitators of this program were hearing and Desf, Black
and White, mae and femae, and they dl used sgned language to communicate and teach
Lloyd and his co-participants. As such, Sgn language interpreters were not needed as
communication or culturd mediators. When LIoyd was asked to describe his reflections
about that learning experience, his comments were,

(O)it was my first exposure to the Deaf community.

(CA)I mean everyday, when | went, | was ready to go to

look to go to another day of new discovery, new idess.

(E)because learning hands on, learning how to do things

not lecture. ..

(CA)[€]verybody pretty much tried to work at the same

pece. It was like, well no it was individualy paced because

if someone was working on like everybody would start on

the same thing but some would move faster than others, uh,

but let’'s see, yeah, everybody finished at the same time.

(E)It pretty much was at the same pace

(CA)Y ou know once the course was completed at a certain

time, everybody finished at the same time.

(CA)BUt | mean like during the day, you know somebody

may work faster that another person.

(BE)it was very rewarding experience. | enjoyed it! 1 mean it

was very enjoyable to me

(R)You know | met a lot of people, and | mean | made a lot

of new friends.
Coda: The program was considered successful because Lloyd and the other participants
were able to locate employment using the skills and knowledge they had acquired from
the training program.
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Two dories are discernible within Lloyd' s narrative. Thefirst story reflects
Lloyd sintroduction to deafness viafirst hand experience and relationship building.
Lloyd s second story reflects experientidly the manner in which Desf learners were
successfully ingtructed. But as | continued to interrogate Lloyd' s stories, | began to
suspect the presence of another tale that lurked furtively benegth the surface of this
narrative. In other words, | saw adudity of tales of a‘before and after’ story.

Lloyd s story is an exercise of aconducive and barrier-free learning environment
for Deaf and hard-of-hearing learners. As the above narrative shows, Lloyd' slearning
experience was bounded within an informd learning context facilitated by the federd
government. However, thistype of learning environment was not always avalable to
Black Deaf and hard-of- hearing learners. As such, Lloyd's narrative represents the * after’
tale, reflecting the respongve nature of government’ s role and respongbility towards
serving and addressing the educational need of its Black Deaf and hard-of- hearing
citizens. In fact, areview of the government’ s previous stance in providing educationa
sarvice and training for its Degf citizens of color was an exercisein villainous activity.
Evidence supporting this argument can be found in David's sory.

“Modly VR would only help white deaf”

(A)Mavis: uhm, have you ever gone to college?

(R-O)David: no, vocationd rehabilitation a the time did
not let me do that

(O)redlly at that time, they were,

(O-E)and | fdt a that time they were discriminaing
agang me.

(CA-E)David:  because | was black,

(CA)l wanted them to find me a job with printing, in
printing,

(CA)but they just would not do it.
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(R)They did not help me,

(CA-E)dl of the whites they helped find a job,

(CA-E)but the blacks they didn't.

(O)Mavis: =0 mogly VR would only hdp white dedf
people and not black deaf people?

(E)David:  that’s correct.

(CA)Mogt of the black deaf they would get them these
horrible jobs. Washing dishes or washing cars, demeaning
jobs that hed very little pay. A lot of vocationd, vocationd
rehabilitation a lot of whites they were sent to training for
gpecid training, none of the blacks received that type of
traning.

(R)David: it depressed me it redly redly brought me down
alot emotiondly and mentally.

(O)Mavis: and gpproximately what time was thisyear?

David:  that was around 1965, after | graduated.

(CA)I remember asking and they just redly told me in no
uncertain terms, no they weren't going to help me.

(R)They gavemeno hdp at dl.

Throughout David's sory, there is an interweaving of evaluaing judgment
towards Vocationad Rehabilitation (VR), adivison of the federd government whose
mission wasto provide job training, assistance, and educationa support for people with
disability. We can tdl from David's story that VR ddiberately refused to carry out their
assigned responsibility by reason of racid discrimination. In addition to the evauating
judgment that David insarts a dl levels of his Sory, is the pattern of assgning vaue or
merit to the Significance of VR’ sdiscriminatory practices towards David personaly, and
overal, the community of Black Deaf people. We can see from David's story the
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villainous role that the federad government played in their deliberate practice of racid
discrimination and bigotry. We can see from David' s evaluaing conclusion and

resolution that the federd government failed in their responghbility to work on behdf of
David as adisabled person, as well as, the community of Black Deaf people. We can see
how David attributes the reason that he was unable to pursue a college education and/or
receive job training to the racid discriminatory practices of VR. As a consequence of the
federal government’ s deliberate practices of racid bigotry, David, as well as other Black
Dedaf people, was consigned to alife of financid deprivation and educationd obscurity in
comparison to White Desf people.

David s gory of racid discrimination, bigotry, and prgudicesisin sharp contrast
to Lloyd stde of racid incluson, ethica practices in addressing the educationa needs of
disabled people in the most ble environment, and facilitating the economica
gability of Deaf people. David's story reasserts the nature of time moving forward and a
retracting of atitudina positioning and stance to a population of people most adversely
affected in a society predicated by race and normacy (Davis, 1995). Evidence of positive
change and attitude and its lagting influence is evidenced in Lloyd' s story of growth,
development, and learning and is also a testament to the positive changesin the federd
government.

James
The Car Mechanic Apprentice

Thefollowing narrétive is a story about James who learned how to fix cars under
his father’ s guidance and tutelage. James had a very tense relationship with his father
during his developmental years. Thus, James desired to find away to address and resolve
the difficulty he was experiencing with his father. The vehicle James discovered that he

could useto get closer to hisfather was through his dad’ s expert knowledge as a car
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mechanic. Thus, James Stuated himsdf as an gpprentice learning from a sage and

knowledgeable car expert. Congder the following story.
(A)Mavis  wdl, how did you learn how to work on cars?
(O) I remember growing | remember a the age of sixteen,
uh, | had a car, | didn’t know too much about working on
enginesand
(CA)l asked my father and he didn’'t have a lot of patience
a the time with me. Weredly didn’'t get dong
(CA). | remember arguing with him dl the time and uhm
but | perssted and | forced him to redly have to ded with
me. But dter the age of sixteen asking him a bunch of
different questions about work on my car,
(E)you know through trid and error uhm, we worked out a
relaionship and we were able to move on from there.
(R)We were able to uh, work out a very good reationship
from that point forward.
(CA)James my faher, | remember growing up looking
under the hood, with my father, and uncle, his friends and
watching them take things gpart and when | got my car, my
faher taught me how to do things and there were things
that | had to learn for myself of course.
(R)But | redly enjoyed it. And now that I'm older |
appreciate that,
(CODA)If | want something | have do it mysdf, | have to
learn how to fix it mysdf. | and now | picked up the skill of
doing bodywork and painting,
(R)I redly love cars, | redly do.



(O)Mavis.  uhm, so do you read to understand how to do
what you need to do, to work on cars? Or do you go and
ask questions?

(CODA)James. no I've never read anything that related to
cars.

It isimportant to note that the above narrative is not represented inits origina
form, but was instead reconstructed according to time sequencing and orientation in order
to follow thelogic of the story to its naturd conclusion. However, when | reconstructed
James story about acquiring knowledge and mechanicd skills, two parald stories
emerged. One story resolved into relationship building, while the second tae reflected
themes of persstence, judgment, valuing, persona satisfaction and reward.

At the complicating action stages, James was beginning to intuitively learn the
meaning of effort, persstence, and perseverance. Although James story is about learning
how to fix acar, his satement of “trid and error” is ripe with symbolism and meaning.
This particular quote crosses interpretive boundaries as James learns to perseverein his
desire to work through a problematic relationship with his father. Additiondly, James
story suggests that James not only had a sincere desire to learn how to fix his car, but that
he has a strong motivationd reason to do so. Fueling James emotiona motivation was
the clear ggp in his knowledge development about the problems he was having with his
car.

Working with the expert(s), who were James father, uncles, and hisfather's
friends, James was in a unique Situation to ask questions, watch the experts working in
thefied, perform on the job training, and acquire knowledge. | choose to reframe James
learning process as inquiries, observation, training, and application. In the end, James not
only benefited from relaionship building, but he a'so came away from this experience
with afirm foundationa knowledge that would later serve as the basis for future learning

experiences. However, the ultimate lesson James took away from this experience was a
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gory of courage in facing future learning challenges without becoming intimidated with
the complex subject matters. No more evident is this lesson clearer than in the following
story about James' experiences while atending a bible study class.

The basic premise of James second gtory is that he happened to be attending a
bible study, whereby his pastor referred to a story that he assumed that dl of the
participants had heard before. James, however, had not heard this story before, and he
wanted to learn more about this biblical tae in order to understand its importance and
relevance to the subject matter of the evening. James persstent inquiries about this
particular story caused the pastor to shift hisfocus for the evening’slesson in order to
help James understand the peculiarities of the specific biblicd taein question.

In order to conduct the following analysis and interpretation of James' learning
experiences, | choseto present James story according to the time orientation and
sequencing. But | so wanted to present James' bible study experience from an ASL
point of view. Therefore two stories of James' bible study experience are represented.
Thefirg sory isthe origind verson that has been transformed from sign language to
gpoken English into printed narrative text. It holisticaly shows James' deductive
reasoning about the totality of hislearning experience. The second story, which isan
extrapolaion from the origind narrative, accentuates and problematizes a critica issue
that James makes a specific reference. This specific reference denotes James desire to
understand a very complex book (i.e., the bible) in amore ble manner. The ASL

verson makes evident the difficulty James has with reeding the bible in its textua

formeat.
James Goes to Bible Study
Original Text —verbal trandation Extrapolated text - AL trandation
(A)One time the pastor was teaching a (A-O)Learning new information about the
|lesson bible,
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(O)It was alesson on something related to
the ark.

(E)It was something that was gold. You
couldn’t touch it, or you would die.

(O)It was something that happened along
timeago

(CA)ANd | remember the pastor wanted to
move from that point. He wanted to move
on, but | wouldn't let him,

because | had never heard that story before.
| wanted to know more, | wanted to know
more abouit it.

Mavis 0 Yyou asked him alot of
guestions?

James: yes

(O)Mavis and what was the reception of
the class with you being there?

(E)James: | redly didn't care what they
think.

(CA)I just thought | just wanted to be
involved.

(CA)If I had aquetion, | raised my hand, |
asked my questions.

(O)Mavis and how did it fed to be
learning al thisinformation?

(E)James: it felt good, | wasredly ah,
impressed by thisinformation, it redly

(R)itisinteredting.

(E) [The] bibleisabig book. It's thick
(CA)You can't kip
(CA)[Youcan't]skim

(CA) You haveto read it repestedly
(E)To gain some sense of understanding.
(CA-BE)It shad

(CA)You haveto read it dow

(CA) You haveto read it carefully

(E)to gain some sense of understanding.

(O)Reading the bible is one thing.

(E)But,

(R)hearing it from someone who knows the
bible,

(E) like a preacher,

(R-E)who readsthe bible dl the time,
(R)redly knowsit,

(E-R)Better.

(E)With,

(E-R)that preacher’s help,

(R-E)hdp mevisudizeit.

(R)you can gain an understanding of it.

(R-Coda)Better.
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helped me, | was redlly impressed.
(O)Mavis | noticed that as you were
talking about your learning experiencesin
your church and your bible classes, and
talking about your pastor, that your face lit
up, you got excited uh, so what was
exciting about this particular experience?
(E)James: | think learning new information
about the bible, it isinteresting.
(CA)Reading about the bible is one thing.
(E)But hearing it from someone who
knows the bible, like a preacher, that's
interesting. Help me visudize it better.
(E)The bible is abig book. It' s thick.
(CA)And toread it, it' s hard, because you
haveto read it dow. You can't skip or skim
over anything. You haveto reed it
carefully, you have to read it repeatedly, in
order to gain some sense of understanding
about the bible.

(E)But to tak with someone who redly
knowsit like a preacher, who reads the
bible dl the time, with that preacher’s help,
(R)you can gain an understanding of it
better.




In chapter four of this study, we learned that James is an avid reader, whichisan
unusud phenomenon among Deaf people. Thus, the ASL text verson of James bible
sudy learning experience has sgnificant implications. For James, the above story is not
being able to read the bible, but rather it is amatter of being able to read the bible as
hearing people do in order to understand the knowledge that is embedded within a
textualy complex format. Y &, this problem is precisdy James chalenge. He wantsto
read the bible for himsdlf, but he desires to understand it in a manner more natura for
him asalearner.

We, therefore, move to the second part of the James' ASL story, which is about
accessing the bible by enlisting the expertise of a knowledgeable expert. James chooses
to interrogate his pastor for details about a story hereunto unknown to him and beginsto
see the gory visudly unfold as his pastor explains the events of the biblical tale. We can
now begin to share in James logica conclusion that while reading the bible is part of the
learning process. But, for James as a Deaf man, his learning is better enhanced through a

visud domain.

Jamal
| would have....

Moving my attention towards my next participant’s narrative, Jamal, | was struck
by the emationdity of the tragic circumstances surrounding his developmenta yearsin
growing up and learning in the face of socid isolation. Jama’ s socid isolation was
compounded by his deafness disability. Although there was no one specific Sory that
directly ascertainsthis claim, | did not draw this andysis about the depth of Jamd’s
emationdity superficidly. In anadyzing Jamd’s explaretory narrdivesin totdity, it
became clear that his overdl story displayed an evolving pattern of socid isolation,
imposed upon him because of difference. Hislarger story incorporated multiple mini-
gories of being different within his schooling experiences, family, communities, and
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work higtory. He was, and continues to be, the only Deaf person in hisfamily. He was,
and continuesto be, the only Black person a work. He often finds himself asthe only
Black Deaf person who can engage in substantive conversations and dia ogue about
issues of socid importance. Consequently, he often finds himself set apart from the
people with whom he desires to build relationships. According to Jamd,

(A-O)Mavis  if you could change any of your past learning

and schooling experiences, what would you change?

(R-E)Jamd: | would have had a lot more ah understanding

about life

(E-CA) | was socidly not able to be around other people.

(E) if | was able to have a mixture of people that | was

around,

(CA)I would have been alot more open with things.

(E-CA) | learned | had to learn on my own

(E)You know I think I think | hindered mysdf

(CA) you know a lot of the things | was never able to go out

and ask people questions.

(E-CA) | didn't pursue friendship the way | could have. |

didn't go out.

(E-R)I was scared to, | was too shy.

In Jama’ s story, we can see patterns of eval uating coding shaping the context of

Jamd’ s reflection about past learning experience. Therefore, my anaytica focus of
Jamd’ s narrative was directed by the wistful tondity of his reflections concerning his
past. At every step of Jamd’ s story, he provides a reason about why hislearning
experiences were not bounded by postive fedings. He bringsin varying levels of regret
to which he attribute to socid isolation, put upon him because of hisfamilid upbringing
and persond interaction with members of hisimmediate community (i.e., friends and
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school). But the tragedy of Jamd’s story is not just the fact that he grew up in socid
isolation, but rather, that he fedsthat it is his fault. His specific satement “1 didn’t
pursue friendship theway | could have’ negates previous statements about attending
school as the only black kid, or being the only deaf kid in his neighborhood, or his father
using hisyoungest brother as communication emissary, or that his mother was more over
protective of her deaf and oldest child than she was of younger hearing son.
Jamd’ s reference to the statement that he was hindering himself implies that he
could have resolved and/or addressed the socid isolation by being more outgoing. This
comment may have some merit, but ultimatdly, it is Jamd’ s difference as a Dedf person
or Black Deaf person that is the cause and affect of his socid isolation. Yet as Jamd’s
narrative shows, he attributes the socid isolation to his disability and hisimmediate
environment (which is predicated by audism) congtrains his socid development.

All

Allen’slearning experiences narratives presented an unique chalenge.
Specificaly, Allen did not talk about alearning activity thet facilitated narrative andyss.
Furthermore, he did not have a particular hobby that | could andyze. However, he did
refer to a pecific experience relaed to his employment and his dally interaction with
hearing employees. Allen’s story very clearly illugtrates that he has a desire to become a
supervisor and he believes that heis cgpable of successfully carrying out the
respongbilities that this job promotion would entail. As| reflect on this particular
narrative, | am convinced that Allen’s story was an explanatory narrétive about why he
has decided not to become a supervisor at hisjob. He presents an argument that looks and
fedsaticulate, logical, reasonable, and well founded. Fueling Allen’s contention for not
becoming a supervisor is his belief that his hearing lossis an impediment for successfully

executing certain supervisory tasks. According to Allen,



If | want to become a supervisor, | have to use awakie-tdkie

(O)(sgh) let's see, Ike I'm a work, what | do is a job that
don't require ligening. | work in the shipping and handling
department. | just have to scan packages and record the
packages.

(E) Itsredly smple, no ligening.

(CA) And ah, they've asked me if | want to become a
supervisor.

(CA) But the supervisors, they wak around with a mike ah
with uhm, the what you cdl it, awdkie takie, radio,

(CA) you have to ligen to what's going on, you have to
talk to other people in the building.

(CA) So you have to congantly be in touch with other
people know what’ s going on.

(E) I can’'t do that, because | can't hear the mike.

(R) They asked me if | wanted to do it, and | said no, that's
o.k., it will probably be too hard for me.

(CA) The truth is | don't want to do it (laughter) because
the supervisor. The supervisor's postion, they work a lot of
fourteen, fifteenrhour days. You supervisng people its
your responsible if they don't show up. If they don't show
up, then you have to take over most of the work. That's o.k.
I'll just gick to my job. If | redly wanted to do it, it
wouldn't be no problem, because if | redly want to do
something | put my mind to it.

(CA-E) | just have to work extra [hard] ... harder than

most people,
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(E) because of the fact that | am hard-of-hearing or desf.

Allen’sgtory isan interesting mix of persond and pragmétic reflection about the
congraints surrounding his present job and promotiona opportunities. At the
complicating action stages of Allen’s story, we see the integration of his observation of
behavior, practices, and actions of supervisors and the subsequent response by
employees. We aso see the development of his pragmatic outlook towards the level of
responsibility associated with becoming a supervisor. In short, Allen’s persond and
pragmetic reflection facilitated his meaning and sense-making about what it would take
for him to be become an effective supervisor, was based upon his visud ability to observe
the leve of responghility associated with that postion. Through his visual observation,
Allen was able to assess, evaduate, and determine what skills were necessary in becoming
a supervisor.

Allen’s story has an intriguing structure to it, which is made evident at the
evauating components of his narrative. Allen’s story begins and ends with an
acknowledgement that his deafnessiis causal to accepting promotiona opportunities. Yet
he attempts to use subterfuge as away to redirect or lessen the impact the affects of this
admisson. It isasif he seeksto draw away from the redity that his disgbility, which he
has no control over and which aso prevents him from having the control to direct his
future within this context. We see evidence of this movement at the center of his story
where he talks about the surrounding issues associated with the supervisory postion. We
aso see this evidence when we extrapolate and andyze the eva uating components of his
gtory. As such, we can see the beginning of acceptance and conflict of what Allen
considers as areasonable and logica way of working and being able to function
independently of his hearing disability.

Summary

| was faced with a chalenge of deciding which story best characterized and

represented the relationship between each man’ sidentity and out-of-school learning
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experience. It seemed disrespectful to leave out any one story, asthey were dl valuable
in their content, meaning, and implications. Each man’s story demonstrated a uniqueness
Specific to his hearing disability and out-of-school |earning experiences. However, ther
collective stories showed, that despite the problematic barriers presented to the learning
context (i.e, thair deafness status and language difference modalities) the socid
environment was re-negotiated in order accommodate their learning objectives. These
men recognize and acknowledge that their deafness Satus presents a problem for
themsdlves, as wdl asto others within the learning context, but did not dlow their
hearing disability to obstruct and/or block their progressin life.

While decongtructing and examining the relationship between the participants
identity and their out-of-school learning experiences, | am struck by a resonating thought.
| amin total admiration of these men for their resliency, courage, and quiet
determination to succeed with their desired god(s) and objectives. Their tenacity and
determination shines through in their pursuit of acquiring knowledge associated with a
particular task, skill, or subject matter. Supporting evidence of my argument about their
driveto learn and acquire knowledge was found &t the complicating action and evauating
dages of ther individud ories. Certainly, the evauating coding of each story had
different meanings and/or interpretations. Nevertheless, it was at the evauating level that
we can discern that learning, meaning making, and knowledge acquisition successfully
occurred for each man. Findly, the narrative patterns of these men’s story shows how
each participant sought out learning opportunities by utilizing the most accessible
pathway available to them. When these men were in control of their own learning, they
chose pathway(s) that were unencumbered by the obstacles that they had faced in formal
learning schooling context.
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APPENDIX Al
REGISTRY OF INTERPRETERS FOR THE DEAF, INC.
CODE OF ETHICS

The Regigry of Interpreters for the Desef, Inc. refers to individuals who may
perform one or more of the following services:

I nterpret
Spoken English to American Sign Language
American Sign Language to Spoken English

Transliterate
Spoken English to Manualy Coded EngligvPidgin Sign English
Manualy Coded EnglidvPidgin Sign English to Spoken English
Spoken English to paraphrased non-audible spoken English.

Gesticulate/Mime, etc.
Spoken English to Gesture, Mime, €tc.
Gesture, Mime, etc., to Spoken English

The Regigry of Interpreters for the Desf, Inc. has set forth the following
principles of ethical behavior to protect and guide the interpreter/tranditerator, the
consumers (hearing and hearing-impaired) and the professon, aswdl asto ensure for dl,
the right to communicate.

This Code of Ethics gppliesto al members of the Registry of Interpreters for the
Desf, Inc. and dl certified non-members.

While these are generd guiddines to govern the performance of the interpreter-
tranditerator generdly, it is recognized that there are ever increasing numbers of highly
speciaized stuations that demand specific explanation. It isenvisoned that the R.I.D.,
Inc. will issue appropriate guiddines.

CODE OF ETHICS

INTERPRETER/TRANSLITERATOR SHALL KEEPALL ASSIGNMENT-RELATED
INFORMATION STRICTLY CONFIDENTIAL.

Guiddlines:

Interpreter/tranditerators shal not reved information about any assignment,
incdluding the fact thet the service is being performed.

Material reprinted from a book:
Note. From Interpreting: An introduction (p. 195-201), by N. Frishberg, Silver Spring, MD: RID
Publications. Copyright 1190 by RID Publications. Reprinted with permission.



Even seemingly unimportant information could be damaging in the wrong hands.
Therefore, to avoid this possibility, interpreter/tranditerators must not say anything about
the assignment. In cases where meetings or information
becomes amatter of public record, the interpreter/tranditerator shall use discretion in
discussng such meetings or informetion.

If aproblem arises between the interpreter/tranditerator and either person
involved in an assgnment, the interpreter/tranditerator should firg discussit with the
person involved. 1f no solution can be reached, then both should agree on athird person
who could advise them.

When training new trainees by the method of sharing actud experiences, the
trainers shdl not reved any of the following information:

name, sex, age, etc., of the consumer
day of the week, time of the day, time of the year the Situation took place
location, including city, State of agency
other people involved
unnecessary specifics about the Stuation
It only takes aminimum amount of information to identify the parties involved.

INTERPRETER/TRANSLITERATORS SHALL RENDER THE MESSAGE
FAITHFULLY, ALWAYSCONVEYING THE CONTENT AND SPIRIT OF THE
SPEAKER, USING LANGUAGE MOST READILY UNDERSTOOD BY THE
PERSON(S) WHOM THEY SERVE.

Guidelines:

Interpreter/tranditerators are not editors and must transmit everything that is said
in exactly the same way it wasintended. Thisis especidly difficult when the interpreter
disagrees with what is being said or fed's uncomfortable when profanity is being used.
Interpreter/tranditerators must remember that they are not at al responsible for what is
sad, only for conveying it accurately. If the interpreter/tranditerator's own fedings
interfere with rendering the message accurately, he/she shdl withdraw from the Stuation.

While working from Spoken English to Sign or non-audible spoken English, the
interpreter/tranditerator should communicate in the manner most easily understood or
preferred by the deaf and hard- of- hearing person(s), be it American Sign Language,
Manualy Coded English, fingerspdling, paraphrasing in non-audible spoken English,
gesturing, drawing or writing, etc. It isimportant for the interpreter/tranditerator and
deaf or hard-of-hearing person(s) to spend some time adjusting to each other'sway of
communicating prior to the actud assgnment. When working from Sign or non-audible
spoken English, the interpreter/tranditerator shal speek the language used by the hearing
person in spoken form, be it English, Spanish, French, etc.
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INTERPRETER/TRANSLITERATORS SHALL NOT COUNSEL, ADVISE, OR
INTERJECT PERSONAL OPINIONS.

Guidelines:

Judt asinterpreter/tranditerators may not omit anything which is sad, they may
not add anything to the Situation, even when they are asked to do so by other parties
involved.

An interpreter/tranditerator is only present in a given Situation because two or
more people have difficulty communicating, and thus the interpreter/tranditerator's only
function isto facilitate communication. He/she shdl not become persondly involved
because in so doing he/she accepts some respongibility for the outcome, which does not
rightly belong to the interpreter/tranditerator.

INTERPRETER/TRANSLITERATORS SHALL ACCEPT ASSIGNMENTSUSING
DISCRETION WITH REGARD TO SKILL, SETTING, AND THE CONSUMERS
INVOLVED.

Guiddlines:

Interpreter/tranditerators shdl only accept assgnments for which they are
qudified. However, when an interpreter/tranditerator shortage exists and the only
avalableinterpreter/tranditerator does not possess the necessary skill for a particular
assignment, this Stuation should be explained to the consumer. If the consumers agree
that services are needed regardiess of skill levd, then the available
interpreter/trarditerator will have to use his’her judgment about accepting or rgjecting the
assignment.

Certain Stuations may prove uncomfortable for some interpreter/
tranditerators and clients. Rdigious, palitica, racid or sexua differences, etc., can
adversdly affect the facilitating task. Therefore, an interpreter/tranditerator shal not
accept assignments which he/she knows will involve such stuations.

Interpreter/tranditerators shal generdly refrain from providing servicesin
gtuaions where family members, or close persond or professiond relationships may
affect impartidity, snceit is difficult to mask inner fedings. Under these circumstances,
especidly inlegd settings, the ability to prove onesdlf unbiased when chalenged is
lessened. Inemergency Stuations, it is redized that the interpreter/tranditerator may
have to provide services for family members, friends, or close business associates.
However, dl parties should be informed that the interpreter/tranditerator may not become
persondly involved in the proceedings.

INTERPRETER/TRANSLITERATORS SHALL REQUEST COMPENSATION FOR
SERVICESIN A PROFESSIONAL AND JUDICIOUS MANNER.

Guidelines:

Interpreter/tranditerators shal be knowledgeable about fees which are appropriate
to the profession, and be informed about the current suggested fee schedule of the
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nationa organization. A diding scale of hourly and daily rates has been established for
interpreter/tranditeratorsin many aress. To determine the appropriate fee,
interpreter/tranditerators should know their own level of sKill, level of certification,
length of experience, nature of the assgnment, and the loca cost of living index.

There are circumstances when it is gppropriate for interpreter/
tranditerators to provide services without charge. This should be done with discretion,
taking care to preserve the self-respect of the consumers. Consumers should not fed that
they are recipients of charity. When providing gratis services, care should be taken so
that the livelihood of other interpreter/tranditerators will be protected. A free-lance
interpreter/tranditerator may depend on this work for aliving and therefore must charge
for services rendered, while persons with other full-time work may perform the services
as afavor without feding aloss of income.

INTERPRETER/TRANSLITERATORS SHALL FUNCTION IN A MANNER
APPROPRIATE TO THE SITUATION.

Guiddlines:

Interpreter/tranditerators shal conduct themsalves in such amanner that brings
respect to themselves, the consumers and the national organization. Theterm
"gppropriate manner” refersto:

(8 dressngin amanner that is appropriate for skin tone and is not
distracting.

(b) conducting onesdf in dl phases of an assgnment in amanner befitting a
professond.

INTERPRETER/TRANSLITERATORS SHALL STRIVE TO FURTHER
KNOWLEDGE AND SKILLS THROUGH PARTICIPATION IN WORKSHOPS,
PROFESSIONAL MEETINGS, INTERACTION WITH PROFESSIONAL
COLLEAGUES AND READING OF CURRENT LITERATURE IN THE FELD.

INTERPRETER/TRANSLITERATORS, BY VIRTUE OF MEMBERSHIP IN OR
CERTIFICATION BY THER.I.D., INC. SHALL STRIVE TO MAINTAIN HIGH

PROFESSIONAL STANDARDS IN COMPLIANCE WITH THE CODE OF ETHICS.
October 1979
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CODE OF PROFESSIONAL
CONDUCT

1983 VERSION
Code of Professional Conduct
(English trandlation of original French version)

ASSOCIATION INTERNATIONALE DES INTERPRETES
DE CONFERENCE
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CONFERENCE INTERPRETERS
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. PURPOSE AND SCOPE

Article1

(a) ThisCode of Professional Conduct and practice (hereinafter called "the Code") lays down the
conditions governing the practice of the profession by members of the Association.

(b) Members are bound by the provisions of the Code. The Council, with the assistance of the
Association's members, shall ensure compliance with the provisions of the Code.

(c) Candidates for admission shall undertake to adhere strictly to the provisions of the Code and all other
AllIC rules.

(d) Penalties, as provided in the Statues, may be imposed on any member who infringes the rules of the
profession as laid down in the Code.

II. CODE OF ETHICS

Article 2

(@) Members of the Association shall be bound by the strictest secrecy, which must be observed towards all
persons with regard to information gathered in the course of professional practice at non-public meetings.

(b) Members shall not derive any personal gain from confidential information acquired by them in the
exercise of their duties as interpreters.

Article 3

Members of the Association shall not accept engagements for which they are not qualified. Their acceptance shall
imply amoral undertaking on their part that they will perform their servicesin a professional manner.*

Article4

(@) Members of the Association shall not accept any employment or situation which might detract from the
dignity of the profession or jeopardize the observance of secrecy.

(b) They shall refrain from any conduct which might bring the profession into disrepute, and particularly

from any form of personal publicity. They may, however, for professional reasons advertise the fact that they are
conference interpreters and members of the Association.

Article5

(a) It shall bethe duty of members of the Association to afford their colleagues moral assistance and

solidarity.

(b) Members shall refrain from statements or actions prejudicia to the interests of the Association or its
members. Any disagreement with the decisions of the Association or any complaint about the conduct of another
member shall be raised and settled within the Association itself.

() Any professional problem which arises between two or more members of the Association may be

referred to the Council for arbitration.

(d) Asregards candidates, however, infringements of the Code or other rules of the Association shall be
adjudicated by the Admissions and Language Classification Committee.

*The moral undertaking given by AllC members under article 3 of the Code of Professional Conduct shall apply equally to the performance of services by interpreterswho are not
members of AllC but are engaged through a member.
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Article 6

Members of the Association shall not accept, and still less offer, conditions of work which do not meet the standards
laid down in the Code, either for themselves or for interpreters engaged through them.

(Editor's Note: This portion of the AlIC Code is reproduced by permission.)
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APPENDIX C

Interview Guide

How do you describe yourself?

In your opinion, how would your spouse, Sgnificant others, family, and friends
describe you?

In what way (in your opinion), would people in our society describe you?

In your opinion, describe what/how it feelsto liveasa man?

Describe your early schooling experiences. In other words, tell me what was it
liketo go to school? (K-12)

What type of school did you attend? (Mainstream, residentid, self-contained, ord,
was the only hearing learner, etc.) Do you remember how and who made the
decision for you to atend this school and why?

Where was this school located? (Urban, private, rurd, etc.) Did this school
accommodate your hearing 10ss? If so, in what way? If not, how was your
hearing loss accommodated?

Describe your fedings about being in that school environment.

Describe in your opinion, your family’ s titude towards you and your educationa
experiences and the school you attended.

Do you remember atime when you felt comfortable or postive about alearning
experience? If S0, tdl me about that experience. What wasit like? What isit
about this particular experience that made you feel good about it?
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11. Do you remember atime or experience that did not make you fed very postive
about being in school? If so, tell me about that experience. Why in your opinion,
wasit not agood experience? In what ways could this experience have been
made better for you?

12. When was the last time you attended a class or learning experience? It does not
have to bein a schoal, it can be work related, or in achurch, etc. Tell me about
that experience. Describe for me your fedings about thet experience.

13. Asan adult man describe to me your feglings and opinion about your past and or
current learning and schooling experiences.

14. AsaBlack adult man describe to me your fedings and opinion about your past
and/or current learning and schooling experiences.

15. As aDedf, deaf, or hard- of- hearing adult man, describe to me your fedings and
opinion about your past and/or current learning and schooling experiences.

16. AsaBlack, Dedf, deaf, hard-of-hearing adult man, describe to me your fedings
and opinion about your past and/or current learning and schooling experiences.

17. If you could change any of your learning and schooling experiences, what would
you change and why?



