THESIS

WALKING IN ANOTHER’S SKIN:
THE CULTIVATION OF EMPATHY AND INTERCULTURAL UNDERSRNDING IN THE

INTERNATIONAL BACCALAUREATE PROGRAM

Submitted by
Kaitlyn Mainhart

Department of English

In partial fuffillment of the requirements
For the Degree of Master of Arts
Colorado State University
Fort Colins, Colorado

Spring 2016

Master’s Committee:
Advisor: Pamela Coke

Lisa Langstraat
Heidi Frederiksen



Copyright by Kaitlyn Elzabeth Mainhart 2016

Al Rights Reserved



ABSTRACT

WALKING IN ANOTHER’S SKIN:
INTERCULTURAL UNDERSTANDING AND THE CULTIVATION OF BMPATHY IN THE
INTERNATIONAL BACCALAUREATE PROGRAM

In 1968, the International Baccalaureate Program (IB) washed and within 10 years
the program exploded in popularity all over the world. Now that papgulhas spread to 159
countries with nearly half of IB accredited world schoohted in the United States. Due to the
majority of these schools being located in the west, argameave begun to arise about the
program veering away from its original intention of providingernational education to produce
intercultural understanding and global citizens, to prioritizstern ideals and values. Despite
the clear statement of purpose to foster intercultural uateiag and global citizens in the
Mission Statement and the Learner Profle a gap betvireeBtmission and classroom
execution has begun to appear.

This thesis explores how this increasing gap betweelBtMission Statement and
classroom execution can begin to be closed through the explowattihe use of literature from
different cultures to develop empathy and increase interallunderstanding in the classroom.
To demonstrate how to foster an empathetic reading thraeghture | analyze sections from
Harper Lee’s 1960 novel ToKill a Mockingbird and Sherman Alexie’s 2007 novel Absolutely
True Diary of a Part-Time Indian. | ilustrate through this lterary analysis, afterntifging the
foundational mission of the IB through an examinatiorthefMission Statement and the three
terms— inquiring, knowledgeable, and carirgthat appear both in the Mission Statement and the
Learner Profile, how reading literature to culivate empatn increase intercultural

understanding and international education.
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CHAPTER 1: INTRODUCTION

“You can never really understand a person until you consider things from their point of
view— /...J — until you climb into his skinand walk around in it ” —Harper Lee

Whie student teaching'®grade International Baccalaureate (IB) at Loveland High
School fall semester 2013, my mentor teacher gave me the tpteachFahrenheit 451 or To
Kill a Mockingbird (TKAM). I chose the latter, in part because | had not Fedmlenheit 451 and
was sure that | would spend more time trying to understamdhoel myself than teaching the
students. Primarily | choseKAM because | had read it in high school and loved it. However,
even though my love for the novel grew while | taughimy fresh-faced premonition that my
passion for it would transfer to the students ended up beimpletely incorrect. If students
were not bluntly stating their dissatisfaction witle thovel, they were siently communicating
their dislke through heavy sighs, eye rolls, and bodyrsiftivet, it was not the daily battle
with the students on the value THLAM that weighed heavy on my mind, but rather their
complete lack of connection with the novel, and as a reseit, ithbility to empathize with what
was happening. Though | worked exhaustively to get the studemonnect with the characters
through free writes on what adventures they got intonvthey were younger, similar to Dil and
Scout, and discussions on where they stil saw injusticenirorities, those pathways never
seemed to merge. No matter my efforts to connect the natvethe contemporary to try to get
the students to understand and empathize with Lee’s greater purpose and inspiration, something
never clicked and students continued to treat the novetsasdbject matter as past and over

rather than stil active in the present.



The IB classroom context in which | student taught we grade Middle Years
Program classroom. Offered since 1994 the MYP - serving $uddnl6 - precedes the
Diploma Program (DP). The MYP uses a chalenging frameworntourage students to make
practical connections between their academic and ‘real’ world. It is inclusive by design —
designed for students of all interest areas and acadeandings - so that students of all interests
and academic abilties can beneft from their participatio the program. The MYP functions as
an opportunity for students to sample the IB program, get ategiawnith the purpose of the IB,
and learn what wil be demanded of them if they choose tamgenbn to the DP.

As an Advanced Placement (AP) student in high schoolsIneiintroduced to the IB
program until college, during my teacher licensing progpamement at Loveland High School
(LHS). As the only IB accredited world school in its distritHS was proud of their
accreditaton and many of their teachers taught bo#mntBnon-IB classes. During the year of
2012, | volunteered in a non-1B Y@rade classroom with a teacher that also taugtitgidrie
MYP 1B 10". Though | was aware of the high academic demand put ondBrés, due in part
because the teacher that | was working with used the &sson plan for both non-IB and IB
classes, | was unaware of the IB program as a whole. hetamtil | student taught at LHS a
year later, with a different teacher, that | became nmam@lidr with IB and what it entailed.

The International Baccalaureate Organization (IB@9sses the importance of students
being aware of the Mission Statement (Appendix A) and bedilg to demonstrate the attributes
— a total of 10- described in #1B Learner Profle (Appendix B). The IBO created the bear
Profile in 2006 to further encourage the teaching of and focwtrdyutes and values that
describe the type of student that the program wishes tdode{@ord). This was evident while |

student taught at LHS because there was an IB Coordinatuse job it was to meet with 1B



teachers and discuss their plans for the year to erimyeret IB standards. There was also a bi-
weekly IB meeting for both students interested in contindmthe Diploma program as well as
students currently in the Diploma program. The LearnefidPwas also publshed to create
more coherence between the programs as well as providing ‘testable’ growth of a student within
the program and desired classroom execution of the progmriviasion Statement. The
creation of the Learner Profile represents one exampiee ajrowing argument that the
promised international education and development of intercultimd@erstanding and global
cttizenship is not present in classrooms.

According to the IBO, intercultural understanding is the recognitiow @flection on
one’s own perspective as well as the perspectives of others; the IB programs foster learning how
to appreciate critically the world’s rich cultural heritage by exploring human commonality,
diversity, and interconnection. Intercultural understandengphasizes the understanding of a
student’s own culture as well as other cultures. Multiple cultures can, and do, exist within a
single country. A culture is customs, attitudes, and belledit are shared by and distinguish a
group of people. Culture is passed along through art, langutigds, and often times, a unique
historic significance. Cultures can range from beingllemand more close knit such as the
various Native American tribes, to vast and spanning thouiga large area like Southern
culture in the Southern United States.

Since this was an IB classroom, it was expected by trdBdinator, and in essence the
IBO, that students be familiar with the IB Mission Staget and Learner Profile. However,
since the Mission Statement was only presented inldssrcom once, students and myself
quickly forgot about it. Yet, during my multi-layered attemptsgetting the students to connect

with Lee’s novel, particularly with the characters that wereedffit from them in an attempt to



demonstrate how injustice to others (particularly minajtiean happen, | found myself recaling
and contemplating the final line of the Mission Statement: “learners who understand that other
people, with their differences, can also be right”, and struggling with the use of ‘can’ over ‘are’
with regards to other people’s correctness. As the class got further in the novel steygled
more and more with their personal belief of what was correct and the different types of ‘correct’
thinking that were coming up in the text. For instanceglestis could not understand haw
woman like Mayela Ewel was beleved over a kind man Tiken Robinson just because she
was white and he was black. This was the only part diftbsion Statement that resonated with
me through my student teaching experience and | ofteghtan it whie students worked to
make connections between Lee’s novel, history, and other works. The level of doubt presented
through this statement regarding other culture’s ‘rightness’ nagged at me not only because in
retrospect, | struggle to understand how a Mission Statem#éntthat as its final line could
possibly foster global citizenbut also because it directly related to the disconnectioas!| w
seeing in the classroom. My students, despite their fiontl mine, struggled to identify with
and see how Lee’s commentary was not only relevant to them and the culture they Ive in, but
stil true in its presentation of injustice to mina#i in the United States. Even more than that my
experience highlighted the direct issue presented byirthalsstatement in the Mission: that of
the need for empathy in the classroom.

Empathy is a growing field of interest, particularly amamgotion theorists, lterary
studies and educators, though due to its wide spread usificugt to deduce a single
definition. Unlke sympathy, which often has a negatiemnotation in its simple defintion of

‘pity’, empathy is the act of imaging oneself in the position of another (Nussbaum). Or as Lee



(through Atticus Finch) so eloquently puts it, walking around in someone else’s ‘shoes’ as a
means of trying to come to some understanding of who thegindrevhat they are experiencing.

During the five months that | was student teachingtheeithe Mission Statement nor the
IB Learner Profle were clearly present or noticeablpartant in the classroom. Despite the 10
IB Learner Profile values hanging on the classroom walg mentor teacher sporadicaly, rathe
than consistently, drew the students’ attention to them. The students, and myself, often expressed
confusion at this sudden inclusion. Similarly, only on@Feathe students exposed to the Mission
Statement, at which point they were asked to interact invtivough a group discussion and
analysis. Despite this, by the close of the semestagkéd, none of the students were able to
recall ether the Mission Statement or explain thevegice of the Learner Profie. | cannot say if
this was the case in al IB classrooms in LHS becasehérs are trained to be IB teachers and
there was an IB coordinator whose job it was to check in sarolams. To the students | taught,
the lack of presence of the Mission Statement and Le&rwdie likely meant little, after
learning more about the IB it began to bother me that tiderdls were being taught in a certain
way to attain certain values but did not understand whg. Bbthered me further after doing
research on the IB because the goals that it statestche fully obtained by students if they are
not consciously aware and told in class that that is tegt are working towards in every
lesson. Students, | argue, need to be consciously aware \@afiibe that they are being asked to
develop in order to apply them.

This struggle to comprehend how students were gaining fhdsateeded to from the IB
without even being consciously aware of what it was, alitly my frustration at being
unsuccessful at getting the students to connect THIAM drove me to explore further the

International Baccalaureate, what it aims to do, and whetands among scholars and



educators today. This exploration in turn led me to the disgasvea pattern among scholars in
the argument that the program, as | had unconsciousigedeah my struggle with the final line
of the Mission Statement, is elitist, prioritizing dominaftestern cultural ideals. This can be
seen in the lterature taught in English becauseggthdbe IB emphasizes the importance of
students being aware of their own culture and otherresituthe majority of the literature taught
is predominantly written by dead, white, male, British or Acaeri authors. Despite the
numerous arguments presented by scholars on this point rerssl ciny possible solution to
this problem though all of them agree to some degree thatréigram is valuable and
worthwhile despite its dangerous shortcomings. In responss,tehib study aims to answer the
following research questions in an effort to provide a possiiigion to the IB program’s
westernized and elitist stance in the current glodatation sphere:

1. [How] can the increasing gap between the IB Missione8tant and classroom execution

begin to be closed?
2. [How] can reading literature from different cultures depeempathy and increase

intercultural understanding in the classroom?



CHAPTER 2: LITERATURE REVIEW

Before jumping into answering the research questions sokthdy it is necessary to
explore the history and context of the IB program as vgepprasent the major schools of thought
on empathy. The first section of this literary review yesent the important history and
context behind the creation and evolution of the Internati Baccalaureate Organization (now
known as just IB). This wil include the foundational thatughat the IB was born from and the
different programs that are now offered. The second sectits diferary review wil highlight
major scholars in the field of empathy, as well as educatbesare beginning to move towards
the importance of empathy in the classroom. This mix prdsent a pattern of thought in the use
of literature to foster empathy with two main positonsditey out: the educators who argue for
the use of empathetic reading and affect theorists wio against the danger of such an activity
arguing that it creates a power hierarchy between tluereand the other.

IB History and Context

In the summer of 1950 the Conference of Internationallydé&tinSchools held by the
Council of International Schools (CIS) organized a four-weeltrse to discuss international
education. By the close of the four weeks the 50 teachdrbeauls of schools from Europe,
Asia and the United States agreed on a defintion ohatienal education:

It should give the chid an understanding of his past asmaon heritage to which all

men irrespective of nation, race or creed have contributedviaicd all men should

share; it should give him an understanding of his preseritl as a world in which

peoples are interdependent and in which cooperation is a tyecessi

In such an education emphasis should be laid on a basdeattif respect for all human

beings as persons, understanding of those things whiclusuaibd an appreciation of the

positive values of those things which may seem to divislewith the objective of
thinking free from fear or prejudice. (Hil 22)



Eighteen years after this course, in 1968, the InternatiBaacalaureate Diploma
Programme was created with the goal of providing suchatienal education as was laid out
by the educators present at the CIS course.

The International Baccalaureate (IB) is a non-profitcational foundation offering four
highly respected programs of international education thatlaevhe intellectual, personal,
emotional, and social skils needed to live, learn, and work apidly globalizing world.
Formerly known as the International Baccalaureate @egam (IBO), the IB program was
founded in Geneva, Switzerland. Intended primarily for tlidren of Ambassadors and United
Nations officials, the IB filed a need for an internasitipy accepted colege entrance exam.

The framework for what would eventually become the IB DiploRrogram was created
in 1948 in the works There a Way of Teaching for Peace? a handbook for United Nationsite,
written by Marie-Theresa Maurette. Maurette, head ofrtteznational School of Geneva,
believed that students need “a complete and rounded view of the world, not only knowledge and
understading but the desire for peace, the feeling of the brotherhood of man” (Hil 21). Over a
decade later, in the mid-1960s a group of teachers from tinealid@al School of Geneva
created the International Schools Examination Syndifi&®ES), which became the International
Baccalaureate Organization (Hill).

Former Deputy Director General of the International dasureate Organization, lan Hill
pinpoints the beginning of the IB in 1962, when the first IB s®@merged from a conference of
teachers of social studies held in Geneva by the Itieanah Schools Association (ISA). During
this conference there was a call by teachers of sdo@ies for the creation of common
standards for grading and marking systems. The teachtmsr fwanted to address national

biases to attempt to develop an appreciation of the rangetwhtyerspectives, specifically



with historical events (Hil). The parents, internasibreivil servants, who dominated the ISA
supported this, wanting their children’s education to reflect the objectives of the organizations
they served: “the promotion of world peace and international understanding” (19). What came
out of these demands was the IB Diploma Programme, a prograstudents 16-19 that would
result, if completed, in an internationally recognizedvaisity entrance diploma. The Diploma
programme uses the same external examination for studeriss the globe and fuffilled the
need for an internationally recognized diploma, which wautettion as an international
passport to higher education facilitating global mobility [XHiThis meant that students would be
able to easily study in a muttitude of different countriethomt worrying about taking a separate
college entrance exam. This new program also responded togr@encerns about the
inappropriateness of the teaching of national curricula tdderaan international experience in
the academic programs that were present in existing, 1962-t@6dational schools around the
world (Hill).

Desptte its early presence within the debate over atierral education and schools the
IBO was not officially founded until 1968. Even after its dfficicreation, the program continued
to evolve over a series of 50 meetings spanning from 1967-1975, wbiaght about the
establishment of the profile of the Diploma (Hill). Thizalved six subjects including a first and
second language, mathematics, a subject chosen for edehhoitanities and experimental
sciences, and a subject chosen from an elective groupprafie further included the Theory of
Knowledge (TOK) course taken by students before entering@Rhehe compulsory artistic
activty known as Creativity Actions Service (CAS), ahd Extended Essay, which, along with
CAS, are the two main things students have to acconplisibtain the Diploma. A year

following the establishment of the Diploma, participating schetasted paying an annual



registration fee. Hil argues that by providing a commomictlum that was academically
rigorous with an international perspective, criticahkimg and research skills, and emphasizing
the development of the whole student the IB responded to ¢mendl of international schools
by promising to create world citizens.

Over 40 years since its creation, there are IB World Sclaflelsng one or more
programs in 159 countries throughout the world, with 40% (1,571) ibrilted States alone
(IBO). It has grown from a single program offering an ird@omally recognized diploma, to
four programs- PYP, MYP, CP, DP- that develop the intellectual, personal, @madti and
social skils needed to live, learn and work in a rapidly gioibgl world and provide a
continuum of education. The original program of the 1B, theobBipl Program (DP) has been
offered since 1968 to students 16-19. It aims to develop studentgetamaxcellent breadth and
depth of knowledge; that flourish emotionally, physically, celly, and intellectually. 26 years
after the implementation of the DP, in 1994, IB offered thedl Years Program (MYP) for
students 11-16. The MYP uses a challenging framework to encoutats to make practical
connections between their academic and real world, the pragrdesigned to be inclusive so
that students of all interests and academic abiltie's bemefit from their participation. Like the
DP, the MYP grew quickly with MYP schools in 51 countriest jie years atfter its
development. Following this success the IB offered in 1997 th@friYears Program (PYP)
for students ages 3-12. The program focuses on the developfriet whole chid while
preparing the students to become caring, active, lifeloagndes who demonstrate respect and
the capacity to participate in the world around them. Likeetlibat came before i, the PYP
exploded in popularity with 87 authorized PYP schools in 43 courftr@syears after its

creation (IBO). The final addition to the IB came in 2006 with Career-related Program (CP)
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offered to students 16-19 to address the needs of studentstederand engaged in career-
related education. The CP uses a framework of internatiesiadation, leading to further/higher
education, apprenticeships, or employment. This program has noieecpérthe popularity of
the other programs but is viewed as a less demanding t@akerta the DP.

Empathy

The first part of the definition of ‘caring’ i the IB Learner Profile is that students show
empathy. ‘Empathy’ is a wide spread concept, with a definition that is a matter of debate, given
this diversity of opinion it is difficult to insist upon a rasr definition (Hammond and Sue).
Ann Jurecic presents two of the major opinions on empatbygh reading literature. The first
perspective is that of the educator who maintains that “deep engagement with the interior lives of
characters, attention to how language and narrativeiofapcind practice reflecting on
ambiguities and uncertainties of others minds and lives” may encourage readers to be more
empathetic (11). While on the other side of the spectruectatheorists, like Paul Ricoeur, argue
“the idea that one can, through reading, try on the experience of another and thereby understand
that person’s experience cognitively and emotionally is absurdly simplistic” (16). In other words,
Jurecic noteshat to affect theorists, empathy “covers over a shameful complicity with
oppressive practices” while educators argue for the necessity of readingtliez for empathy
@av).

Philosopher Martha Nussbaum, in her wblgheavals of Thought straddles the two
perspectives presented by Jurecic. Nussbaum defines empathy as involving “the imaginative
reconstruction” (327) in which an empathetic person “attempts to reconstruct the mental
experience of another” (328). Nussbaum argues that a key part of empathy is the separateness

between oneself and the other. Similar to the affect ist®oNussbaum warns against the
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possible danger of empathy arguing that empathy does not dentabything of ethical
importance using the example of a torturer who can “use it [empathy] for hostle and sadistic
ends” (333). But on a similar side of the argument with educators, Nussbaum stresses the
importance of empathy in compassion. She states that empathy “may not be strictly necessary for
recognizing humanity in others” but it “does count for something, standing between us and a

type of especially terrible evil” (334). With the habits of mind involved in imaging someone’s
experience making it “difficult to turn around and deny humanity to the very people with who
experiences @nhas been encouraged to have empathy” (334). So for Nussbaum empathy is an
immportant part in compassion because it forces an individual to see the humanity i the ‘other’
whose experience they are trying to imagine.

Phiosopher Adam Morton follows the line of thought presentetlissbaum. He
defines empathy as “applying emotional and imaginative capacities to the task of understanding
others”, arguing that it is ‘real understanding’ that “gives one a grasp of the motivation of
another” (318). Morton argues that empathy, in short, is understanding the motivaito raction,
maybe not why that action was taken but how one was aldéedt.t But unlike Nussbaum, who
stresses the conscious knowledge of the separateneskanidsether, Morton considers a closer
connection between the self and other which “requires that the empathizer share some of the
‘tone and perceptive’ of the person they are empathizing with” (319). More specifically, Morton
argues that empathy cannot just result from “imagining oneself into all the details of the others
person’s situation” but rather in order to grasp another’s situation “one ignores some of these
[acts or emotior}s imagines some of them in a rudimentary not-very-vivid \e&g, imagines a

few in a vivid way that incormrates the person’s perspective” (324). One basic function of
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empathy, Morton argues, is “to transfer understanding from the familiar to the unfamiliar” (328),
thus challenging an individual’s world view.

Educator Megan Boler, unike Nussbaum, does not straddle ahpemspectives but
leans towards that of the affect theorists arguing against Nussbaum’s call for compassion. Boler
aligns what Nussbaum calls ‘compassion’ with what Aristotle referred to as ‘pity’ — and what
Boler calls ‘passive empathy’ (257). Boler problematizes this ‘compassion’ arguing that instead
of positively having an effect by producing action to make gdait actually allows for a guilt-
free reading that “produces no action towards justice but situates the powerful Western eye/I as
the judging subject, never called upon to cast her gaze at her own reflection” (259). Boler argues
that the function of empathy is in fact an act of powdations with the reader holding power
over the ‘other’.

Assistant Professor of Rhetoric and Composition Eric Leaksepi® a similar form of
empathy to Boler’s passive empathy, which he calls easy empathy. Empathy, Leake argues, is a
“cognitive and affective form of identification and understanding” (175), while easy empathy is
empathy given to a character that is seen as deservihg.ef a victim). But unlke Boler,
Leake argues that easy empathy is important becauslipst s to relate to others and by
extension helps us understand ourselves. Though he doesyioinsimilar danger with easy
empathy that occurs with passive empathy, in that it “does not much challenge our view of
ourselves” and “can actually make us complacent in that view, as we are reassure that we are the
caring people we consider ourselves to be” (174). Leake goes on to explain that difficult
empathy, empathy that places easy empathy into questionnseitles us, mediates the dangers

that arise with easy empathy, in that difficult empathy shows us “our vulnerabilities reflected in
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victims and our shared human capato victimize reflected in victimizers” (174). Difficult
empathy, in short, shows the reader their capabilities afmiieg and being a victimizer.

On the other side of the spectrum English educator Eviinder argues for the need of
empathy in the classroom. Though Wender is looking at haskhdes need to take an empathetic
stance towards their students, many of the points thedrgbes are transferable to the reading of
literature. Wender argues that empathy is not just aging, as Nussbaum and Jurecic argue, of
what it is to be in someone else’s place but rather an exercise in shifting point of view. However,
she does not discredit the argument that empathy ist afiieging but extends it, through the
use of McCann, by arguing that the ehjg stance is defined in two ways: ‘“being able to put
oneself in the place of the other” and “being able to imagine vividly what he or she is
experiencing” (34). Empathy, Wender argues contrary to Boler, is “a practice, a process that

extends in time”, an action itself not a feeling that can be claimed (34).
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CHAPTER 3: METHODOLOGY

Context for Analysis

Since this study is concerned with the IB program antvatihg empathy, | wil be
looking at the participant, the novel® Kill a Mockingbird and Absolutely True Diary of a Part-
Time Indian, through the context of the IB curriculum and empathetieding, or reading with
the intent of empathy. Specifically, the values andbatés laid out by the Mission Statement
and Learner Profie that pertain to the development of empattyintercultural understanding.
The analysis wil be working to answer the research gussof this study:

1. [How] can increasing the gap between the IB Missione8tamt and classroom
execution be closed?

2. [How] can reading literature from different cultures dewpeempathy and increase
intercultural understanding in the classroom?

In order to analyze the participant with the goal of devedpmpathy | will be utilizing
literary analysis.

Educator Kely Gallagher argues that English teacteash great works of lterature
“because we want our student to do more than appreciate a good story. We want to provide them
with what Kenneth Burk calls ‘imaginative rehearsals’ for the world that they will soon enter
outside of the classroom (89). He goes on, in his Iieeker Reading, to discuss the multiple
layers that exist within a well-crafted text and tinportance that students not only read to begin
to see those layers but read to go beyond the plot to think deeper about the text and “the issues
that will affect their [students’] lives” (89). In order to get students to actively participate with a

text to gain meaning from tt, literary analysis is oftemployed. Literary analysis is the



examination of a technique or element of a tetiaracter, plot, diction, ect.and how it creates
meaning or supports an argument being made about the texary itanalysis helps® “instill
intellectual values by engaging students with big idd@sut which they may already be
concerned and showing them the meaningful results of that engagement” (Buckley 3). It is
literary analysis that helps students to “move beyond the text and consider its implication to them
as human beings”, to move past simply recognizing craft and enjoying the plot to get to what the
story means to students’ lives now (Gallagher 20).
Participants

To demonstrate how lterature can be taught to develop lynpbave created a series of
criteria that | used to choose the two texts that wil fadyzed in the following section. | chose
these criteria after considering my student teachimger@nce and what | learned about teaching
reading during my teacher licensing classes, the airtise dB program, and the benefit and
potential dangers of empathy. The criteria is as follows:

1. The text is one that | have read in depth (studied at pame so that | have been
able to look at it as a reader and analyzer before this apalybis is so that | am
able to come to the text as a student, teacher, and analyzer.

2. The text is widely circulated/ well known and used wittine secondary
classroom.

3. The text is narrated from the perspective of a singleactex who comes in
contact with characters who are ‘other’ or different from them (either culturally,
racially, economically, ect.) presenting the dual identitdshe self (protagonist)

and the other.

1€



4. The text is setin a context or has a protagonist that ssudan directly identify
with (ex. the protagonist is of a similar age, experienargmilar dificulty, ect.).

5. The text has historical relevance so that it may bédtaaigng with historical
events to allow for greater student understanding of hewatiire functions
within society, gain greater understanding of their outure and other cultures,
as well as challenge students understanding of history eindmbrid view. (This
final criterion is very important in consideration ofthB curricula because the
program aims to get students to understand their own suligevell as other
cultures and how the past is a common heritage for alhriund).

After consideration of these criteria the two textd thehoseare Harper Lee’s To Kill a
Mockingbird (TKAM) (1960) and Sherman Alexie’s Absolutely True Diary of Part-TimelIndian
(2007).

| have readlKAM for class in high school, to teach whie student teactamgl for
analysis. This variety of reading contexts allows me tocgmbr the novel as student, teacher and
analyzer. The novel is not only widely circulated witithe United States but is also often taught
or suggested for outside reading in secondary education, assnadtively taught in 1B
classrooms.TKAM is narrated through the adult character of Scout lookirgk ba a transitional
period during her chidhood in Maycomb, Alabama during the @eptession. Through the
novel Scout is exposed to a series of characters thdiffarent from her culturally (the black
community, Calurnia’s church), racialy (Tom Robinson and the black community), and
economically (Walter Cunningham and the Ewells). Fromirtberactions with these characters,
and of course Boo, the adult Scout presents the dual identities of Scout and ‘other’. However,

unlike Alexie’s narrator Junior, Scout represents the minority population i the novel, providing
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the alternative perspective of a child who does not understand the experience of the ‘other’.
Despite being placed during the Great Depression and tmtheof Jim Crow Laws, there is the
opportunity for students to be able to connect with the youngaatkas of Scout, Jem, and Dil.
Students can relate to these characters as chidrenieegjpey a period of transition, as wel as
relate to Scout, Jemnd Dills’ adventures, games, and difficulty understanding ‘adult’ matters.
Finally, in the novel Lee draws heavily on historicakms including the Great Depression, Jim
Crow Laws, and the Scottsboro bby$his alows for not only a reading of this text for plotian
other lterary devices but also for historical relevafmregreater student understanding of how
literature functions within society.

Though | have not reafbsolutely True Diary as many times aBKAM | have stil read it
for an education related class for teaching adolesceatute and for analysis. Though | have
not taught it specifically | am stil able to approach #x &s a student, teacher and analyzer due
in large part to the college course (adolescent literpttiiat | originally read the novel for. Since
Alexie’s novel is not as old as Lee’s it has not gained the momentum in secondary classroom that
Lee’s has. However, the novel is still taught in classrooms and recommended for outside reading
(Metzger, Box, and Blasingame). The novel is narratezighr the semi-autobiographical
character of Junior (Arnold) Spirt who decides to leavehbisie on the Spokane Indian
Reservation to enroll in the alFwhite high school of [Bear This decision brings Junior into
contact with those who are culturally, racially, and ecdcwliy different from him, though

unlke Scout, Junior is the mmority or characterized ‘other’ in this context. This interaction not

! According to my mentor teacher, it was the Scottsboro boigs thhat persuaded Lee to write

TKAM. In Alabama, in 1931 nine black teenagers were accused of tamnghite women on a
train. The trials lasted from 19311937 and despite the evidence that the two white women
accusing these nine boys were prostitutes and that tisewswg not near them on the train all

nine boys spent an average of 10 years in prison beforg finaihg released.
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only presents the dual identity of the self amd ‘other’ but also the difficulty of dealing with a
split identity that comes from being the only Native Acaer in an all-white school. Students
can understand and identify with Junior and his expeseesen if they struggle to comprehend
his dual dentity. When teaching Alexie’s novel educator Andrea Box found that all “students,
non-Native and Native American, said they could relattneédopics and issues, including the
school mascot [...], substance abuse, death, friendship, and coming of age today” (Metzger, Box,
and Blasingame 60). Despite being set in the presésylutely True Diary deals extensively
with historical events surrounding Native Americanshiwitthe United States. Alexie, utilizing
comedy, provides an accessible entrance into the overlookechdextepresented history and
culture of Native Americans and specifically the SpoKad&n reservation.
Analysis

Using literary analysis | wil provide four examples odd@ég to develop empathy. | wil
begin the analysis by compiling the arguments that | bagéred in the lterature review on
empathy to formulate an empathetic lens and list ofiaritdocusing specifically on the work of
Adam Morton and Eric Leake. Morton provides the closest thiag) Itcould find to a list of how
to read literature for empathy and I found that Leake’s argument regarding easy empathy and
dificult empathy best presented the multiple layers dingafor empathy, namely empathy for
the victim and being able to see oneself in the acteofitimizer. | wil then use these criteria
to analyze TKAM and Absolutely True Diary. | wil then look at the chosen segments from each
text using literature analysis and focusing on charaatalysis specifically. Since empathy is a
tool used by one to imagine the situation of another argingediterature critically acts as an
‘imaginative rehearsal’, the chosen sections from each novel will focus on the interactions

between characters. While the analysis wil focus i specific character and, utlizing an
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empatheticlens, work towards understanding that character’s situation and motivation. This
analysis wil begin with the text, examining a sceneefjoshrough summary and looking at the
character’s context before branching out to the reader and their experiences to move towards
getting students to imagine themselves in the character’s ‘shoes’. Whie examining each
individual section from each novel for an empathetic rgatlwil also be buiding off the
previous analyses to draw connections between them ta fléveonstrate the varied ways to
read literature for empathy.

It is important to note here that though a major paftkohAM deals with injustice towards
black people, neither of the sections | chose to discuss dondiel deals with black characters.
I chose to only address white characters because I felt that similar to Boler’s argument about Art
Speigiman’s MAUS, the situation that black people faced during the timetiisabovel takes
place is unimaginable for students, even if they amagblves black or a minority who has
experienced some level of injustice. Boler argues tleatthlocaust is something that students
can never understand and it is through historical thetsstudents gain understanding that the
experience of those in the Holocaust is one that is gnialale “to learn successfully about the
Holocaust required reading stories and statistics uritiédbmes, preciselynimaginable” (261).
| argue, from my experience teachiig{AM as | discussed in the introduction to my thesis, that
the same can be said for the experiences of the blackcignaravithin TKAM who are
experiencing Jim Crow Laws, lynching, and being black in Alabambe 1930s.

After demonstrating how literature can be used to develop gmpaiih, in my
conclusions chapter, examine the foundational goals baBthas for students who participate
in its program through the analysis of the Mission &tat¢ and Learner Profie. Specifically |

wil look at the three attributes that appear in both dontsneinquirers, knowledgeable, and
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caring — and explain how they are imperative to intercultural stdeding and international
education. Finally, 1wil explain how my analysis of tleetions romTKAM and Absolutely
True Diary for an empathetic reading relate back to the missioneofBttand answer the second
guestion of my research: how can reading literature théhintention of developing empathy

increase intercultural understanding in the classroom?
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CHAPTER 4: CULTIVATING EMPATHY THROUGH LITERATURE

As presented in the literature review, the use of litezato develop empathy is a
complex argument. Despite this ever growing line betwesmatb poles of agree and disagree
on using literature to cultivate empathy, the fact memeat empathy is a necessity, though “not
a luxury in human affairs” (Morton 318). Empathy is necessary in our ever growing and
globalizing world because it helps us to relate to others &ssydielping us understand
ourselves. It even, at times, does the important work oénbgatlg our world-views (Leake). So
though it is up for discussion how successful the developmwiempathy can be through the
reading of lterature, the fact remains that empathgnperative to the continuation of a
globalized world working towards peace (Leake).

Simply, empathy is an act of imagination, similar to regdirbook. However, not all
texts are acceptable for use to cultivate empathy. Teatsnearly replicate the views of the
reader, though enjoyable for the reader since their vietgpgm unquestioned, do litle to
develop empathyMorton argues that “a skillful author will direct the imagination to aspects of
the fictional situation, including aspects of the fictional character’s motivation, that are similar to
those of the reader, so that gaegs a partial imagination of the motivation [...] a partial grasp of
motivation is all one ever has” (325). Rather a novel like Harper Lee’s To Kill a Mockingbird
and Sherman Alexie’s The Absolutely True Diary of a Part-Time Indian are examples of books
to teach with the mindset of fostering empathy because be#fsnpresent aspect that all
students can connect to whie also challenging their waelgsy

Imagining with the intent to foster empathy is more dificand must be done

consciously. Despite the abundant work being done on empathifeeatdre, | was unable to
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find during my research specifics of how to approach a téittiae intention of an empathetic

reading. As such | have created and wil be using the follpveriteria to analyzeTKAM and

Absolutely True Diary, | have done so as an attempt to mediate the absence of ealvieasiay

to develop empathy through reading. The criteria is as follows:

1.

The scene being discussed in the novel needs to be detadlagh ethat
it can be imagined clearly by students to ensure comprehensio
Gallagher highlights that students need to be able to comprehgatk a
in order to “move beyond the literal, and to free up cognitive space for
higherdevel thinking” (80), otherwise analysis will be ineffective and
likely shut students down.

Boler (1997) highlights the need for understanding the histocoatext
surrounding the events taking place in a’tekhe reader needs to be
able to analyze historical context and character context.

The reader needs to draw connections between themsehies/th
experiences and acts/emotions/aspects that are presetied |
character being analyzed, or what Morton (2011) refers to gs tkiat
the reader can vividly imagine. This is key after aierang context
because, as Gallagher argues “reflection begins with the self, and this is
the level of reflection adolescents are most comfortable with” (156).
The best place to begin wiimagining oneself in another’s skin, for

students, is with the self.

2 Boler discusses the Art Speigiman tsiUSand how it is imperative for students to fully
understand and be familiar with the historical facts eftdolocaust to avoid passive empathy or
the misconception of being able to completely ‘understand’.
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4. Acts/emotions/aspects thelallenge the reader’s imagination. The
reader needs to attemptunderstand an ‘other’ and when doing that
there wil be aspects that are dificult to imagine orraarly
unimaginable.

5. At times the reader needs to identify who is a victimizerelation to
the character that they are empathiziogshow “our shared human
capacityto victimize reflected in victimizers” (Leake 175). Simply, a
victimizer is someone who does harm to another. This act of
victimization can range from verbally hurting someone igsiphally
harming someone’s property or someone’s body3. The way that
victimizer is being used here is not so much in theemer acts such as
rape and murder but rather in the everyday acts ofycriet all human
beings are capable of including: insuting someone, destroying or
harming something of importance to someone, physically hurting
someone like a punch or a smack.

The above criteria works to break down the difficult and ofteired/avays of imagining, by
presenting a tangible way of reading with the intentiordenfeloping empathy.Using two
sectionsfrom Lee’s TKAM and two sections fromlexie’s Absolutely True Diary | will ilustrate

the use of this criteria.

3 Eric Leake (2014) examines the characters of Bigger ThdmasRichard Wright’s Native
Son and Patrick Bateman in Bret Easton Ellis’s American Psycho, both are at the extreme of
victimization in their acts of murder.

24



To Kill aMockingbird: Walter Cunningham and M rs. Dubose

The first consideration when approaching this scere @héck for understanding, by
summarizing what is happening in the scene and the lesysewof the situation, specifically the
interaction between Scout and Walter.the third chapter of th€KAM, Jem invites Walter
Cunningham over for dinner [lunch] to make up for Scout’s bulying. Walter graciously accepts
and accompanies them home. During the dinner Walter proteeds food high on his plate
and top it with a heavy coat of molassé&SValter poured syrup on his vegetables and meat with a
generous hand” (32). He continues to do so with his entire meal untl Scout stops him and asks
“what the sam hill he was doing” (32). As a result of this sudden interruption, Walter replaces
the saucer of molasses, removes his hands to his lap andiddwsadh in shame. Scout,
reprimanded by Atticus and Calpurnia for her rude behawi@ duest, removes herself from the
dining room into the kitchen where Calpurnia gives heemgtlking to about her behavior to
her guest. Scout replieSHe ain’t company, Cal, he’s just a Cunningham” (33). Walter does not
fit into Scout’s definition of company; rather he is just a Cunningham, which is gplikeatory
to Scout.

This is an example of a scene in a text that presentdahger of reader sympathy
because of the presentation of Walter, who clearly is cmistomed teatin this way, and is
scrutinized for how he is choosing to indulge. However, themes@lso has the potential for an
empathetic reading to get students away from simple siggngata more complex understanding
of those around them and themselves. The second considemdu@mlooking at this section of
the novel for an empathetizading is the context behind Walter Cunningham’s character in
direct relation to Scout’s. Walter is a member of a proud farming family in Maycomb who has

been hit hard by the Depression; as a result, they hdevenfibney and little food. Scout, though



stil from a family that has been hit by the depressiometter off. With Atticus being a lawyer
rather than a farmer, who can afford three meals a dag badsekeeper. This understanding
then allows students to begin to be able to imagine Walter’s motivation for pouring molasses all
over his food (with molasses being a delcious delicacy antithe). With this in mind, students
can use their own experience to imagine what it wouldkeetd walk around iWalter’s skin: at
someone else’s house, indulging in a good meal, slightly uncomfortable because it is a different
eating setting than one is used to, and maybe even beisioned about how they eat. This
will then allow students to fill in the blanks of Walter’s feelings about being criticized for his
actions and his motivation for subduing his behavior and bolsdead.

After students are able to put themselves in Walter’s skin and come to an understanding
of his experience through imagining, the last step would be to consider Scout’s position. Not so
much to empathize with her actions but rather to get geiderge themselves as a ‘victimizer’
and begin to learn how they treat people who are differe mowtitconsidering their motivation
and emotions. This alternative view would also prevent stsideom trying to feel bad for
Walter or fall into easy empathy, which does little more than perpetuate one’s own ideas of them
self.

Of the four sections that | wil examine in this work, \Walks probably the easiest to
empathize with because the section provides a varietytotad emotions that students would
be able to relate to directly. Furthermore, Walter is youngersaemingly uncomplicated in his
youth. Mrs. Henry Lafayette Dubose, however, presents difficlor empathy both in her
seemingly unexplainable atttude and her age.

In chapter 11, after previously meeting Mrs. Dubose eanli#éne novel, she appears in

more detail. Followinglem’s birthday and neck deep in the build-up to the Tom Robinson Trial
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Jem and Scout journey into town to spend Jem’s gift. On their way, they pass Mrs. Dubose’s

house, where she sits outside in her rocking chair. Ththegh are used to Mr Dubose’s cruel
comments, this day she seems particularly vial spitting out: “what has this world come to when a
Finch goes against his raising? Itell you [...] Your father’s no better than the niggers and trash

he works for” (135). By this point Scout is used to hearing people say foul things about Atticus
and his defending of Robinson but for some reason this particular remark rubs Jem, who ‘“had a
naturally tranquil disposition and a slow fuse” the wrong way (136). Despite this they continue

into town where Jem buys a steam engine he had his egmdaam baton that Scout had been
admiring. On their return home, whie Scout practices wsamd catching with her new baton;
Jem, seeing that Mrs. Dubose is no longer on her porch, gealbstbn from Scout and proceeds
to “cut the tops off every camellia bush Mrs. Dubose owned” (137). Later, after having talked

with Mrs. Dubose, Atticus returns home and demands thaigdesnd apologize. As payment for
his actions,Jem must go to Mrs. Dubose’s every afternoon and read to her for two hours. Jem
and Scout, who decides to accompany him, realize that thet &s bad as they originally
beleved because Mrs. Dubose often drits to sleep and witsoitnd of a timer by her bed, they
are then shooed out by ‘her girl’ Jessie. As the days pass Scout realizes that “each day we had

been staying a little longer at Mrs. Dubose’s, that the alarm clock went off a few minutes later

every day” (145). Shortly after this, Mrs. Dubose relieves Jem of his dued Jem and Scout
learn from Atticus that the reason for Mrs. Dubose’s strange behavior was due to morphine
withdrawal. Atticus tells them that Mrs. Dubose was orpimioe for many years due to pain but
upon hearing that she only had a few more months to e decided that she wanted to enter

death clear of her addiction.
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Mrs. Dubose presents a more difficult empathy as argued dkel ¢hough not nearly to
the same degree of severity discussed by Leake, thouddr simthat she unsettles the reader. It
is necessary to address difficult forms of empathy when wgprikirdevelop empathy because
often times those who are misunderstood and misjudged are thosékeviMrs. Dubose, are
initially unikeable or difficult.

To avoid the inevitable that goes along with a chardk&emrs. Dubose, who is inttially
angering, and instead approach this section for an empathatiing it is important to begin by
revisiting the scene to ensure that students are abée lbeyond the lteral and move to an
analysis for empathetic reading. The next step is to lockraext to break down her character
and begin to understand her motive behind her words. Thighlysimore difficult than when
looking at Walter because a) the reader is provided a mutgldyleok at Walter through not
only Scout but also Jem and Atticus; and b) the Cunninghamly falosely resembles and
represents farming famiies that ived during the GEgtression. Whie Mrs. Dubose is largely
portrayed negatively because Scout as a chid cannot undeedsts, as such the reader is at the
mercy of Scout’s biased representation. Mrs. Henry Lafayette Dubose is an old womhenlives
alone with her black ‘girl” (assumedly a house keeper) Jessie. She is very ill and as a result
spends most of her time either in bed or sitting on her porepped in a shawl, harassing
passers by. She is stubborn and despite her cruelty vesy ibrager choosing to fight through
the agony of morphine withdrawal and welcome the pain obbdy just to die clean.
Furthermore, contextually it is important to know about withwdidaand how difficult it is in
order to begin to understand Mrs. Dulbisseotive and reasoning for acting the way that she
does. This consideration and clarification of context, pémtigu the agony of drug withdrawal,

then allows students to be able to imagine her motivatiomdmg so mean and dislkable. With

28



this in mind students can begin to use their own experigoamagine what it would be lke to
be in Mrs. Dubose’s situation. This would lkely be far more difficult than with Walter kiuis
more probable that students would be able to understand tbeltgiffof being kind when in
pain, they could consider a time when they felt il or werserious bodiy pain and think on
how they acted. Likely many of them would be able to begin to understand Atticus’ words to
Jem about Mrs. Dubose: “Jem, she’s old and ill. You can’t hold her responsible for what she says
and does” (140). This move towards being able to begin, on a very small scale, to relate to Mrs.
Dubose’s situation would then allow students to fil in the blanks of her feelings, acts and
motivation possibly stil using their experience but véltiers they have dealt with so that some
of it is rudimentary in detail. However, since Mrs. Dubossoigrastically different, namely in
age and possibly as an addict, there wil be many aspectststudit be unable to imagine.
Despite these blanks students will begin to be able to understand Mrs. Dubose’s situation better
and put themselves in her skin, or rather wrap thenssatvdier shawl.

Similar to the previous excerpt from the novel, after stigdare able to imagine Mrs.
Dubose’s situation and come to an understanding of her experience, the last step is to consider
Jan’s position as a victimizer. Despite his typically calm and colected peadtyn in this
instance he takes on the role of victimizer throbghintentional destruction of Mrs. Dubose’s
camellias, lopping off every head of each fower before loig just to harm her in retaliation
for her wordsJem’s actions towards Mrs. Dubose are worse than those by Scout to Walter
because he destroys Mrs. Dubose’s flowers with the intention of hurting her. It is probable that
students more easily relate to Jem and could imaginesé¢hess in a similar situation. This
understanding of the capacity to victimize is important lieycause it is likely that students wil

identify more with Jem than to Mrs. Dubose and so theymulke easily be able to see
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themselves acting in a similar way in response to hedtg (whether they have actually done so
or not). Furthermore, this illustrates Leake’s point that by identifying who the victimizer is in the
relation to the character being read for empatieynonstrates “our shared human capacity to
victimize” as reflected in victimizers (175). This is particularly important in this context because
it encourages critical thinking on how we react to thosedanot like and possible lengths we
may go to punish those for things they do, without tryingntbetstand why they do it.

Both the readings of Walter Cunningham and Mrs. Dubose deatenshe act of
imagining oneself in the position of another. This not onlyk&do develop empathy in that
Walter and Mrs. Dubose ilustrate the differences of peoptethbmugh looking at the
similarities between themselves and the characterdergs are able to begin to understand the
characters” motives and situationFurthermore, both sections challenge the reader’s perspectives
of themselves because along with reading Walter and Misose through an empathetic lens
students are also working to see themselves as theizéattimwho assault these two characters.
This dualty encourages students to not only come to aegreaderstanding of others and the
situations/contexts they come from but also of themsedreshow they react to those who are
different or present differences.

The Absolutely TrueDiary of a Part-Timelndian: Rowdy and Penelope

The Absolutely True Diary, though humorous, deals with many things including the
difficulty of identity, extreme poverty, hopelessness, andtbélematic presence of the Native
American in the United States culture. Due to the deeplegity of this novel it can be easy to
get swallowed by the text and completely bypass empathy. lowdwing this wil often lead to

sympathy and lkely reader (particularly white readei). glio avoid these pitfalls it is important
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to step away from the multiple things that are happeaind) look at the text with the goal of
developing empathy.

After his expulsion from the reservation high schdahior, with Mr.P’s prompting,
decides that the most likely place to have the most hopeaisd& high school. Following this
decision, Junior goes to tell his best friend Rowdy and to itite to come with. Before
breaking the news to Rowdy, Junior is struck by a desirel thitelhow much he cares about
him, that “he was my best friend and I loved him like crazy” (49) but resolves that boys do not
say sub things. When Junior finally tells Rowdy about Reardan, he thinks it’s a joke and when
Junior asks him to come with he begins to get angry irgplthat not only is it true that his best
friend is leaving for an all white high school but alsat the cannot follow. In an attempt to caim
Rowdy and show him that he still cares Junior touches Rowdy’s shoulder but Rowdy pulls away
and yells: “Don’t touch me you retarded fag” (53). At this Junior feels his heart break and begins
to cry, Rowdy too begins to criypon discovering this he suddenly screams a scream of “pain,
pure pain” (53). When he finally stops screaming, Junior again while explaining why he must
leave the reservation, tries to touch Rowdy’s shoulder to which Rowdy responds to by punching
Junior right in the face and walking away. With thatiafurealizes that his best friend had
become his worst enemy and he would be leaving the resenfati Reardan alone.

This chapter is chaotic emotionally and physically. Sini@other interactions between
Rowdy and Junior following this point in the text, it is hegvwith the unspeakable truth that
even if Rowdy wanted to join Junior he could et Rowdy’s end, with cruelty and violence.

This scene along with the one later in the text wRewdy elbows Junior in the head at the
basketbal game makes it difficult to ke Rowdy, let alone enipeatwith him. It is especially

hard to even begin to relate to him when it seems that narposefully doing things to hurt
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Junior like calling him a ‘fag’ and hitting him in his head fully aware of the fragility of his brain.
However, similar to Mrs. Dubose it is important to develop apagimetic stance that is fiexible
in an effort to understand everyone including those whoegi@rded by students with aversion.
As with the sections above froKAM the first consideration when approaching this chapter for
an empathetic reading is to return to the scene to gstutients familiar with it enough so that
they can move beyond what is happening and begin to look alyticaily. The next important
step is to consider the context from which Rowdy is a prodliket. Junior, Rowdy was born and
raised on the Spokane Indian Reservation, a reservatiotis theteasingly poor and full of
individuals who have given up their dreams; because ndstaves to the dreams of an Indian.
Rowdy’s dad, like many residents of the reservation, is an alcoholic and a mean one at that. On a
daiy basis Rowdy shows up to school with a new bruise, ownelbr As a result of this
helplessness that he experiences at home Rowdy tries toaek@ower by then beating up
someone (or at times something) else. Rowdy, as Mr. P points &uido, like so many others
on the reservation has given up and as a result he ¢ goget meaner because there is no hope
left for him. Key here is that Junior is the only good thing in Rowdy’s life and Junior’s house

acts as a safe place for Rowdy from his abusive father imrdishal future. Also important here
is that though Junior invites Rowdy to come with him torBaa the fact is that even if he
wanted to he never could: he’s not smart enough, he’s not brave enough, and his dad would

likely kil him if he ever mentioned leaving the region. So Junior leaving the reservation is
literally the final good thingin Rowdy’s life walking away to a better place that he cannot go.

These parts are key to Rowdy’s context when reading for empathy because once students
understand this context they can better understand Rowidisamotivation for physically and

verbally hurting Junior.
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With this budding understanding of Rowdy’s motivation students can then begin to use
some of their own experience to get a clearer idea oftvhatuld be like to be in Rowdy’s
situation. Students could think of a time when they weaéianally angry because they were
unable to process their sorrow when someone or something thelydeeply was leaving or
being taken away from them. Thinking about this anger fejadigi is important because anger is
often times a guise put up to conceal deeper emotions like sorrgref, as well as a front for
helplessness. This will then allow students to begin to fill in the blanks of Rowdy’s feelings,
actions, and motivation. Though Rowdy presents a complex hisfaygpression, repression,
and stereotyping that likely most (and depending on the @tassrall) students would be unable
to imagine. Despite this students wil be able to work towagteater understanding of Rowdy
and his motives particularly with the realization tRatwdy uses anger and violence to deal with
his problems and using their personal experience studegtdbagin to be able to understand
this coping mechanism. Though Rowdy is a complicated ckaraatated not only on a personal
level but also a product of a heavily repressed and misrepgdseulture through considering
his context and imagining his sttuation students wil e &0 come to a better understanding of
his motivation behind his cruel actions towards Junior.

After being in Reardan for a whie and continuing to steudgbth socially and
personally, one day in history class Junior, bored, asks to beedxtusise the bathroom. While
in the bathroom he hears what sounds like:
“ARGGHHHHHHHHSSSSSPPPPPPGGGHHHHHHHA AAAAARGHHHHHHHHHHAGGGG
HH” in the girl’'s bathroom (105). He realizes that it sounds ke someone vombingore
specifically “like a 747 is landing on a runway of vomit” (105). After continuing to hear the

sounds Junior knocks on the door and asks if the person ingidekagr or would like him to go
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and get someone, the person inside tells him to go away.dgPgithe hint, Junior begins to
return to class but then feels something puling him bacle stebides to wait outside the
bathroom for the person inside. To his surprise the person ake wut of the girls bathroom
chewing on a giant piece of cihnnamon chewing gum is odimer than Penelope. Seeing him she
asks what he is looking at and he says an anorexic, Sleetsonim that she is not anorexic but
bulimic and puts her nose in the air as if she is protrobulimia. Junior asks what the
difference between the two is aslgk responds: “Anorexics are anorexics all the time [...] I'm
only bulimic whenl am throwing up” (107). To which Junior thinks that she sounds like his dad
when he says that he is only an alcoholic when hedyatk, a lie addicts use to convince
themselves that they stil have control over the probBmJunior decides to say to Penelope
what he always says to his dad: don’t give up. To which Penelope responds by suddenly bursting
mto tears and talking about “how lonely she is, and how everybody thinks her life is perfect [...]
but that she is scared all the time” (108). Junior realizes that even his beautiful crush Pene®ope i
not as perfect as he originally beleved, which only mdiieslke her more, despite her vomit
and cinnamon breath.

Though this scene does not appear to be as complex as thel bthersdiscussed
because not a whole lot seems to be going on, it does provigetdmtial for an empathetic
reading. Though it is different because Penelope is naraathr that students approach with
aversion like Mrs. Dubose and Rowdy, or at the mercy of judgfieenivhat she is doing like
Walter Cunningham. Rather she is a character who idlike@hough shallow at times),
relatable, and always in her comfort zone. Regardlessndicsssary to use her as an example for
an empathetic reading because often times those weearesh to are those who are like us but

choose to act in ways that we do not understand. As withréwous readings the first
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consideration when looking at this section with an empathietiding in mind is to return to the
text and summarize it to ensure comprehension as svpick out important things that may
have been missed the frst read. The second thing to loskPaslope’s context. Penelope is a
beautiful and popular girl in Junior’s grade who on the first day of meeting Junior scolds him for
lying about his name. She comes from a well off family amrd Icomfortably in the rich white
farming community of Reardan and she is thelappher father’s eye. Despite her good fortune,
however, Penelope struggles with the image that she believes is expected of her: to be “pretty

and smart and popular” (108), so she tries to maintain control of her life through bulimia.

This understandingf Penclope’s context may likely create a larger barrier for students to
empathize with her but understanding this contexgint Iof their personal experiences wil
begin to help students to be able to imagine her situatidnmativation. Many students would
likely be able to relate to Penelope’s struggle to maintain perceived expectations of who they
should be created by their peers. Though they may not gouteeaf bulimia they likely can
understand the alteration of the self to maintain sonme farcontrol over that expectation. Then
looking at Penelope’s experience through the lens of their own experiences i high school and
growing up with societal and personal expectations wih thow students to begin to be able to
imagine Peneclope’s situation and motivation. This wil then allow students tbifi the blanks of
her feelings, acts and motivation. Many students, partiguemales, wil be able to continue to
use personal experience to imagine Penelope’s choice to become bulimic even if it is something
they have never done themselves. Though some thingbenilhimaginable for students, despite
these absences students wil be able to understand how shehdboatie does even if they do
not understand why. Though this final example of an emjmatreading is not nearly as

complex as the others it is important because working to understand someone’s seemingly



ridiculous actions even when it seems they have éwegytbecause often we do not know
everything that is happening in someone’s life and it is necessary to try to understand their

situations rather then just perpetuating a problem.
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CHAPTER 5: CONCLUSIONS

The IB program, | believe, is an important program. The goalsmission that it aims to
achieve through the connective education provided by the MYP, and DP are paramount to
our rapidly globalizing and interconnected world. Despite il $oundation however, like any
large program that has grown exponentially and uncontigllahe mission of the IB has begun
to falter in the classroom so that it is beginning to get aatigou of being eltist in its value of
Western ideals (Bunnell). In response to this growinginaegt, | have, in this study worked to
answer the following research questions:

1. [How] can the increasing gap between the IB Missione8tamt and classroom execution
begin to be closed?

2. [How] can reading literature from different cultures deweempathy and increase
intercultural understanding in the classroom?

As stated in the introduction, my definition of culturerehis, broadly, a group of people
that share customs, attitudes, beliefs, and a unique histtwdckground that is passed along
through language, art, religion, ect.

The Mission Statement in the Classroom

| started this research into the International Baoosdde with the simple question: what
are the pros and cons of the IB? The answers to this ajuestiealed a disparity between the
aims of the Mission Statement and classroom executiofeviggl that this pattern, of the lack of
the presence of the Mission Statement in the classra@®,key to understanding the experience
| had while student teaching, | began this study withgtiestion: [how] can the increasing gap

between the IB Mission Statement and classroom execoégm to be closed? This is a large
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guestion in need of far more research than | have done Heveever, | have, through my
analysis ofTKAM andAbsolutely True Diary, demonstrated that this gap can begin to be closed
and provided a way in which classroom execution can coulirectly back to the Mission
Statement.

Through the Mission Statement (Appendix A) the IB aimEreate compassionate,
active, lifelong learners committed to working to develop a rpeceful world through respect
and intercultural understanding. It argues that this valldeveloped in students through
“challenging programmes of international education and rigorous assessment”. Empathy works
to ilustrate the shared connectivity that we al, asdman have through the use of imagining
ones# in another’s position in order to gain an understanding of their motivation and actions.
Similar to the aims behind the IB and international atime, a major purpose of empathy is to
create respect for all humans through ilustrating thbiegs that unite us and demonstrating
that difference should not divide us.

In my above analysis | have demonstrated how reading lieratuthe classroom for
empathy can actively connect with the goals stateleiiB Mission Statement. Whie reading
for empathy students need to approach the text and thectelnatwat they are analyzing with
respect and the belief that the views of that persoralkarbe right even if they differ from the
student’s own views. This is particularly evident when looking at Rowdy and Mrs. Dubose,
whose views and approaches to the world would seem unusli@inasst ridiculous to many
students. Furthermore, the tools provided for developing empathyglth reading can be
transferred to the students’ real lives, and, in fact, through the use of their own experiences to
begin to imagine the character’s motivation they are already transferring it to their real world.

These tools must continue to be honed and polished pushing fotivanielong learning to
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participate in our rapidly interconnected world. This in,t@long with the use of texts from
muliple cultures, pushes students closer to interclitumderstanding and to becoming global
citizens working towards a more peaceful world because tlticgraf empathy forces students
to see the humanity within all people regardless of thdinral, racial, or economic background.

Furthermore, my analysis demonstrates how classroom ierecatn align with the
Mission Statement in that the Mission Statement Igbkdi the prografs aim to be challenging
and rigorous in its material and assessment. Reading élopesmpathy is difficult and can be
particularly chalenging because, as ilustrated throughbeitanalysis, it is more than breaking
down a character but rather taking on the perspectiveato€tiaracter and getting into their
‘skin’. An empathetic reading challenges students because it asks them to take on another’s
mindset which can be difficult because that other may hadlyaculturally, economically
different or act in a way that students find repugnach sisPenclope’s choice to be a bulimic in
an effort to control her [stil] seemingly perfect life.
The Foundational Goals of the 1B

Before moving on to examine the answer to the second aquesdtthis study, of how
using literature to foster empathy can increase uteral understanding in the classroom, it is
important to look more closely at the foundational goals ofBhgrogram as presented in the
Mission Statement and Learner Profie. As discussed abi@/dBtMission Statement states a
goal of creating active, passionate, lfelong learners eaminue to work towards a more
peaceful world through intercultural understanding andnaternal education. To further this
mission the IB created the Learner Profile (AppendixnBjn effort to more clearly lay out exact

values and attributes that the IBO would like studentsate and use. Of the 10 listed attributes
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on the Learner Profile three of them are present iMigsion Statement: inquiring,
knowledgeable, and caring. These terms are defined as fatiothe Learner Profie (IBD

1. Inquirers: students develop their natural curiosity. Taeguire the skills
necessary to conduct inquiry and research and show indepenttelearning.
They actively enjoy learning and this love of learnind k& sustained
throughout their lives.

2. Knowledgeable: students explore concepts, ideas, and isstdmwhaa local and
global significance. In so doing they acquire in-depth knowlealgg develop
understanding across a broad and balanced range of disciplines.

3. Caring: students show empathy, compassion, and respect tdhendseds and
feelings of others. They have a personal commitment to seanceact to make a
positive difference to the lives of others and to the envieoitm

Of the 10 attributes these three represent the foundatibionly of the IB but also of
international education as wel because they speak togfwtance of students being open-
minded and passionate to keep learning, motivated to continue to n@tcguiye knowledge but
also to use it critically, and driven to be respectful, compaetsi, and empathetic towards
others to work towards making a difference in the world. THese things are present and
fundamental in international education because they asmpghknowing the similarities between
the self and others as well as being able to understand and appreciate the “positive values of

those things which may seem to divide us” (Hill 22). These attributes are key to the 1B, over the
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other 7, because they directly connect to the goal of intergulunderstanding and the creation
of global citizens stated in the Mission Statethent

Along with the fundamental importance of students beiggirars, knowledgeable, and
caring as stated in the Mission Statement and Leamudle Pthere is also the need for students
to understand their own culture as well as other culturesording to the IB, intercultural
understanding is the recognizing and reflecting on one’s own perspective as well as the
perspective of others; the IB programs, with this in miodtef learning how to appreciate
critically the world’s rich cultural heritage by exploring human commonality, diversity, and
interconnection (IBO). The importance of thisderstanding of one’s own culture as well as
other cultures is also repeated throughout the threasded terms in the Learner Profie
because one must be passionate and curious to understanowtheulture as well as others;
they must be able to apply knowledge they already have toatosmne reflect on the differences
and similarities between their own culture and othdured; and they must approach other
cultures with respect and empathy rather than viewieg twn culture as dominant to others.
IB and Empathy

At the beginning of this study | stated that my intentivas to demonstrate how the
reading of texts to develop empathy could work to cultivatecinteiral understanding in
students and in essence work to more closely connect tlsMiStatement and Learner Profie
to classroom execution. Above I have provided an analysis of two sections from Harper Lee’s To
Kill a Mockingbird and Sherman Alexie’s The Absolutely True Diary of a Part-TimelIndian, as

well as providing an answer through these analyses fdirstiyesearch question for this study

4 The IB Mission Statement does not actually mention thation of global citzens though this
is an important goal of the IB program and so despite its absetioe physical document tt is
necessary to utilize it here as though it were.
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of how the gap between the Mission Statement and classegeaution can begin to be closdd.
also looked over and analyzed the IB Mission Statement ee®l ithportant values- inquirers,
knowledgeable, and caring - from the Learner Profle amd these two documents reveal the
primary things that the IB wants students to walk abemg able to do. But the question stil
remains: how can reading lterature for empathy fostercmitural understanding and
international education?

Through the use oFKAM and Absolutely True Diary | demonstrated how, using a series
of steps, students can begin to understand a character’s motive and situation and in turn
empathize for them. This process utlizes and demandsttliwnts be inquirers because they
need to want to be curious about another person and their ootiviitey need to want to try to
understand agpson by ‘walking around in their skin’. It demands that students be
knowledgeable, that they utilize the contextual inforomtthat they have to explore issues and
ideas to better imagine and understand an individual’s situation. Finally, it demands caring —
which in turn demands empathybecause students must begin the process with the goal of
respecting another’s needs and feelings and go through the process with the hope of working to
create a positive difference through their understanding of others’ situations and motives. This
process of empathetic reading results in students acknomde@gd reflecting on their
perspectives and the perspectives of others. Each secteentec characters through which
students needed to explore human commonality in an effortgio teeimagine being in that
character’s situation. Each section also demanded the exploration of diversity in that some
feelings and actions of the characters would be unimaginableainy students, like Mrs.
Dubose because of her age and addiction or Rowdy becausecolfunsl identity as a Spokane

Indian. Finally, each section demonstrated the interconnectivitgulires and peoples because
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through the empathizing process students needed to usewviiegxperiences and knowledge to
imagine another’s situation.

The IB Learner Profile definition of caring starts withe need for students to show
empathy but empathy, as Morton alludes to, is not a naturadnhinstinct but rather something
that must be developed and honed so as to avoid sympathy, passitiey diBpler), or easy
empathy (Leake). Though, asis evident in the above analysgmthy is a fundamental piece of
the stated goals of the IB to create global citizens whaagnate intercultural understanding
through international education. The analyse3JKAM and Absolutely True Diary illustrate how
literature can be read to develop empathy and in turn inter@ultinderstanding because it
demonstrates how students can explore aspects of theirutwa dhrough Walter Cunningham,
Mrs. Dubose, and Penelope; as well as another major culttiia e United States that is
often overlooked through Rowdy (as well as Junior since the isarrator).

Questions for Further Study

As previously stated in the conclusions, | was unablignstudy to fuly examine and
provide ways of going about closing the growing disparitiesvdeat classroom execution and
the IB mission. Though | have provided one possible way ofrieginto move towards closing
this gap through the use of literature and empathy terfaogercultural understanding, the
guestion of how can the increasing gap between the |Boklistatement and classroom
execution be closed, stil remains. This is a question id aéenore study both within the
classroom to gather data on how classroom execution of theupragmmanaged (or not), as well
asoutside of the classroom to formulate possible solutions.

Another question that | originally intended to examinehia thesis but found that it no

longer fit in the scheme of things is: [how] can intdiral understanding and international
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education be instilled in the classroom? This | feelnsaor piece to the above stated question
of how can the gap between the Mission Statement argiom@s execution begin to be closed,
in need of further inquiry because it directly relat@shé mission of the IB and something that

seems to be inconsistently done in the 1B classroom.
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IB Mission Statement

The International Baccalaureate® aims to develop inquirkmpwledgeable and caring
young people who help to create a better and more peaceful twarlgyh intercultural
understanding and respect.

To this end the organization works with schools, governmandsinternational
organizations to develop chalenging programmes of inter@dtieducation and rigorous
assessment.

These programmes encourage students across the world toebaciw®, compassionate

and lfelong learners who understand that other people,theith differences, can also be right.
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IB learner profile

The aim of all IB programmes is to develop internationally minded people who, recognizing their
common humanity and shared guardianship of the planet, help to create a better and more peaceful world.

The IB learner profile represents 10 attributes valued by |B World Schools. We believe these attributes, and others like
them, can help individuals and groups become responsible members of local, national and global communities.
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