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Figure 17. Maria’s Feelings About the MH. Maria generated a strong bond with
the MH and its volunteers. She attended most of the programs we offered and
always wanted to be there. She said she missed the MH repeatedly when she was
not there.

Figure 18. Charlie’s Feelings About the MH. Charlie liked the MH when his
friends were able to participate in the programs as well. He loved working in the
garden and playing sports in the back. He had a strong bond with Lance and with
me, but detached from MH when the majority of programs faded away.
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Chapter 11:

Lessons from Cultural Praxis

Confronting Cultural Praxis

Although the kids greatly enjoyed their involvement in the production of the

videos, learned many new things, and practiced already acquired skills, it was not easy to

maintain a work routine without a great deal of control. They were highly motivated, but

it took a great effort to involve them intensively and efficiently in the project. The kids

left to their own devices could not have learned the important techniques required in

video production, a complex medium which requires teamwork, and learning many skills,

and that demands certain things of children that they do not naturally think about. Hence,

the complexity of the medium, in addition to the developmental needs of the kids, and the

setting in which this work occurred, impacted the participatory process, the production

and its outcomes as well. There were wonderful gains but also confusing and even

problematic aspects in our work.

Although we had many good days, we also had days where the kids and I could

not communicate as well. For the most part, it was one or two of them at a time who

needed more attention or who rebelled, while others observed and laughed at their jokes,

and sometimes also asked them to quiet down. It took a great deal of patience and work,

but eventually we developed a good routine and the kids themselves began to monitor
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their own behaviors, replicating techniques that their schools had adopted. In this sense, it

was of great importance to have discovered that for the most part the kids did not

consider MH as an educational institution, but as a recreational or “babysitting” facility.

One girl, Cristina, expressed that had she known that we were there to teach them, she

would have had a completely different behavior throughout all of our programs. Thus, the

issue of clarifying objectives for the children and their families is crucial. Once they

understood our roles as teachers, the dynamics changed significantly.

The kids explained that they were aware of the disciplinary issues, but they chose

not to abide by the rules. On one occasion we talked about their inability to cooperate

sometimes. They expressed that at MH we were too nice to them and that if we changed

our behaviors to more aggressive disciplinary forms (yelling and kicking them out, for

example), they would behave better. Of course, Lance and I explained to them that it was

not our objective to be rude, to yell, call them names, or to treat them like objects,

throwing them out of the house. We did not want to change our kind approach, but the

kids saw that as an opportunity to disregard our authority. They were used to harsh and

aggressive disciplinary techniques and responded to those. This aggressiveness

permeated their lives.

As seen before, the kids also showed some important levels of care and

compassion for other people, and this concern for others probably fueled their enthusiasm

for creating videos that would teach them to protect themselves from deleterious

activities. The kids chose to make a video about fighting because, along with the issue of

drugs, it was a topic that interested everyone in the group, but also their mothers, and

other members of the family, as well as the kids’ friends. It was, without a doubt, one of
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the most pressing issues for many in Sulphur Springs. Every single person interviewed

discussed the violence in the neighborhood, as well as the problem of drugs. All

interviewees wanted to eliminate these issues, damage individuals, the community, and

society more generally.

The kids were enthusiastic about those topics and were quite engaged in the

processes of developing their stories. They were imaginative, and knew to a great extent

how the problems played out in the neighborhood. They enjoyed producing the videos,

even though the process of production was overwhelming to them, particularly during the

second project, when we were on a tighter schedule, and the kids were already tired. They

had to learn, think, and work hard. But when they saw the final products they felt proud

of them, and more so of the second video, on fighting. For them, the quality was higher,

the theme more fascinating, and the story more compelling and exciting. They loved the

fighting scenes, and were quite happy with the end results.

Nevertheless, the kids were extremely conflicted about the fighting video. With

the first one, on drugs, there was no question that hard drugs were bad, and that they

would never want to fall into them. With fighting, however, the kids had a love-hate

relationship. It was a huge issue for them, but at the same time a source of enjoyment,

and they were not shy about expressing either of these views in the interviews for the

video and during our conversations about the project.

The kids grew up among fights; their family members and friends often taught

them how to fight, according to the kids’ own accounts. Yet everyone resented the

fighting and violence in the neighborhood, and the mothers mentioned it as a factor in

their desires and decisions to move out of Sulphur Springs. All the kids interviewed in the
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video, even the little ones (Andrea, Damon, Daniel), 5, 7, 8 years old, fought, and in

some cases constantly. Some kids said that fighting released their anger, and that even if

they did not like fighting, they would do it if others pushed them around. Aggressiveness

was pervasive among these kids; fighting was used as a survival technique, but also

constituted a source of entertainment and joy.

One of the points of this video, for me, was to have the kids reflect on different

ways to solve conflicts, and to have them recognize that fighting could actually make the

issues worse, rather than solving them. Initially, some kids said they thought fighting

worked to resolve issues, but as the analysis went on they recognized that it could bring

about more problems, and this is reflected in their video narrative. It was important for

me to have the kids think about these things in depth, because during the first months at

MH we experienced the kids’ aggression and intense fighting. This brought them trouble,

not only at MH, where they were reprimanded and in some cases suspended, but also

with others in the neighborhood and even the police. The kids were constantly hitting,

insulting, and yelling at each other. It was extremely stressful for us, but more so for

them, because they lived constantly in such an environment.

At a personal level, the issue of fighting was important for me to discuss because

one of my major research interests has always been violence. I grew up in a violent

environment, a country in an eternal civil war, a neighborhood where kids fought

constantly. The fights were so harsh that a group of kids I knew killed someone in a fight,

and they all went to jail. Even in my family I experienced violence; my brothers and I

grew up in a very stressful environment that haunts me to this day. In fact, I believe my

interests in martial arts, and in sports in general, come from a need to release this
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aggressive energy. I have trained in fighting techniques, capoeira, kick boxing, and even

attempted to dance with fire. This is never with the intent to harm people or myself, but it

is certainly an important release of energy.  However, I do not enjoy watching people

being beaten up or killed, even in movies. The MH kids, on the contrary, did. They

enjoyed greatly the spectacle of violence, and this was extremely troubling for me. Maria,

for example, said she enjoyed watching the fights in the neighborhood, as I believe all the

kids did. They always ran towards places where people were fighting and cheered for the

one they liked the most. They also watched fights on the computer, although we did not

authorize them to do so at MH. Sometimes we found them watching street fighting

videos on YouTube. I have found other more relaxing techniques to control my energy

and began to teach those to the kids, once I realized how delicate the issue of violence

was for this population, and how thoughtful community artists must be in this type of

situation.

Unfortunately, during our summer production, I became concerned that the kids’

exploration, research and expanded awareness of the fighting and violence in the

neighborhood could trigger their desires for fighting, rather than inviting them to resolve

conflicts in other ways. Charlie, for example, who became disengaged from the project

during the final weeks, engaged in a fight during that time. He had already shown

aggressive behaviors at MH, and had gotten in trouble with the police after beating up a

kid on the street with one of his friends. However, my hope was that all the kids would

begin to show less aggressiveness, but it was apparently not the case with him.

In addition, during the production of the video, the girls were extremely excited

about staging a fight, taking it so seriously that they seemed to be really fighting for a
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moment. We stopped the recording at that time, and when confronted about what was

going on, the girls denied any intention to fight. We shot a few other less realistic scenes

after that, but even the mothers expressed their concerns about this situation.

In their evaluations, the kids’ aggressive feelings are also reflected. They all

reported feeling anger towards others; Kaija, Charlie, and Maria said they felt anger

sometimes, while Daquan and Cristina reported more frequency of these feelings. Of all

kids, the only one who reported improvement at the end was Maria, who said she never

felt anger towards others anymore. When asked whether they did things to harm others,

Kaija and Daquan said they never did, while Charlie, Cristina, and Maria said they did

sometimes. Their reports did not change at the end. Initially, Charlie, Kaija, and Cristina

also said they engaged in fights sometimes, while Daquan and Maria said they engaged in

fights more often. At the end, Daquan was the only one who reported improvement,

saying that he now rarely engaged in fights. Unfortunately, Kaija and Cristina said they

engaged in fights always this time. Kaija, Daquan, Maria and Cristina also said they liked

fights, and their views did not change at the end. For Charlie, however, the scores were

more negative. Initially, he slightly disagreed that he liked fights, but at the end he

agreed.

Thus, the kids were markedly aggressive, and although there were areas of

improvement for some kids, Maria and Daquan in particular, there were also areas that

appeared to have worsened. The most problematic aspect was the kids’ enjoyment of

fights, which they all shared. During the final focus groups and interviews the kids said

they would fight less after having reflected on the topic during the video production, and

they said they would avoid fighting if they could. However, their messages and actions
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were still conflicting. They still thought fighting was “fun,” and they were not certain that

their videos could help to transform others, even though they said it had helped them to

some extent.

Initially, the kids believed that they could contribute to the improvement of their

neighborhood through their work because, as Kaija said, “a lot of people could see the

video and make it like why should I do that?” Cristina also said they could contribute

“…by showing… by like telling them like stop all the fighting and cursing they do, and

all that and show it to them, and maybe they will improve what they have been doing

lately…” Some of these views changed at the end, however, when some of the kids were

not sure anymore that the projects could make an impact.

The kids’ mothers, on the other hand, from the beginning did not seem to agree on

the capacity of the children to influence their reality. Katia, for example, said:

The kids? I don’t think they could do nothing… That’s my honest
opinion, what can the kids do? …I don’t think they could do
nothing. It is up to us, adults, to do something about that, to make
it better for them, they really, honestly, they can do nothing about
it… They can probably… yeah, they can do an awareness video,
yeah, but the boys who are doing it bad, they stay in the corner, so
they might not see it.

Another mother, Lana, thought the kids could do certain things to improve the

neighborhood, but not necessarily through art or media. For her, the kids could help in

things such as “clean up teams… [and] reporting crimes;” and during the last interview

she said “by being successful one day and helping others.”

At the end of the project, the kids had changed to some extent their views about

their ability to improve their neighborhood. Sometimes, they were sure that they could

influence other children’s behaviors, but others they were not.
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Towards the end of the project, I also had one-on-one editing sessions with the

kids. At the end of each session, we did evaluations and I asked questions I had not asked

before in order to assess their views of the fighting video, which was in the final stages of

post-production at that time. Daquan’s thoughts about the video were: “ah, it’s good

cause, I think we got a story to tell… tell people that fighting is not good.” His favorite

part was when he had to find the new song for the video (he did the search online). Of the

entire video, however, his favorite part was “the fighting part… cause it got more

entertainment.” For him, the interviews were funny, “the ones with Charlie.” He made

suggestions to improve the video, which we used later on. I asked him for the one thing

he learned the most in this project; he replied: “I don’t remember everything… how to

edit and…” I asked if he would try to not fight as much. His response was: “Aha, I am…

I don’t fight… I don’t fight… When I have to I will but… I fight, but not like that.” I

asked if he would show the video to his friends and family. He said, “to my family, but

not my friends… cause… they don’t care what they do… they are not going to listen.” I

asked him if he thought there was a way to tell kids not to do bad stuff. He said: “Don’t

do it around them [he meant teach them by example].”

Kaija said the project was “coming out good. Everybody is having fun with the

project.” She thought this one was more fun than the other one “cause we got to fight.”

Her favorite part of the whole project was the fighting part. She said she liked fighting

“sometimes.” She said she learned mostly about the camera, and her favorite job in the

project was to act. I asked her if she showed the video to other kids in the neighborhood,

and whether they would think about fighting differently, or if they would do the same

thing. Kaija said, “they probably won’t care… because they are so bad…” She did not
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think there were many good kids in the neighborhood. For her, most of them were bad.

She said she enjoyed editing the video. At another point, Kaija said she liked the drugs

video, but not as much as the one on fighting, “cause it was kind of lame.”

Cristina said her favorite part of the video was “when Kaija raps, I like that rap,

it’s better than the last one.” She said she liked the video, “…when you all changed it

around, let it make pretty good sense… Now, that’s a story… good, good… that’s what

you call a story, you switch it around and all that, that’s what you call a story.” In

describing the one thing she learned the most, she said, “mostly, let’s say editing and

logging the video.” Her favorite part was “working with the camera and the sound.” She

believed she could now teach someone how to do those jobs. I asked if she thought that

other kids in the neighborhood would like the video. She responded “yeah, but I don’t

think they are going to stop fighting.” I asked whether she would stop fighting so much.

Her answer was: “no, cause if someone steps up to my face, I’m gonna fight.” She said

she would try to ignore them first. She would “try her best.” I asked her if she had

anything else to say at the end. She responded:

I had a really good time with this, working with the editing and all
that… I never had this much fun with no body… My family is not
fun… cause every time they go out to eat or something, they don’t
like to take us… But they do like taking us to the pool and all
that…

During the final interviews, when I asked the kids whether they thought the

videos we made during the summer could help to change anything in Sulphur Springs,

Charlie said “probably.” At some other point he said: “Yeah, cause more kids won’t do

drugs.” Kaija expressed: “They [the kids] can stop fighting and not get killed.” She was

not sure, however, that the kids would stop fighting. She said she would think fighting is
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bad if someone showed her that video, and had she not participated in it. Daquan said:

“Some people might listen, others might not.” Maria, on the other hand, said that she did

not think they would help to change anything. She said people would “probably”

continue doing the same things.

During the second focus group, I asked the kids the same question. Daquan

thought they [the videos] would probably not have an impact: “some people might listen,

others might not listen.” Kaija said, “yeah… they will think more about fighting before

fighting…” About the community drugs video, Daquan said: “they might stop being

crack heads.” Cristina said “yeah.”

Once again, the conflicting thoughts about fighting were evident, and this was the

case throughout the project. The kids liked it, yet they thought it was not good; their

video could be useful, they said sometimes, but at other times, they were not so sure

anymore. They did not want to fight as much, but they would if they had to, and fighting

was “fun.”

In the fall of 2011, I began teaching the kids capoeira, a Brazilian martial art I

started practicing several years before, because they showed great interest in it when I

introduced them to it. It is a beautiful martial art, a dance fight, and there is much energy

in the game. But, because of my experience with the fighting video in the summer, I was

always concerned about them learning fighting techniques with the intention of harming

others. Therefore, I decided to introduce martial arts theory and history in our classes,

emphasizing always that martial arts are a great source of self-esteem and confidence, but

that their purpose is now more spiritual than anything else, and that the best fighters are

not those who engage in physical fights, but those who avoid them, using their minds to
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defeat their enemy. I believe this was a great lesson for the kids, but like everything else,

the program was not long enough for me to ensure that they learned it and applied it in

their daily lives.

The issue of violence and fighting in the neighborhood deserves much more

attention, and research. It needs to be treated with care, since research focusing on it can

backfire and motivate kids to fight more, not less. But it is also necessary for kids to

engage in activities that release their anger and teach them forms of relaxation and

emotional control, which they can use on a regular basis without incurring unaffordable

expenses. Community programs need to be created to target these issues that are of great

interest in populations like those living in Sulphur Springs, while recognizing that

violence is engrained in many of the kids and their families’ ways of life, and it is part of

their social relationships.

The story I created with the kids certainly heightened their awareness about the

issue and the repercussions of it as well. It also allowed them to think about healthier

alternatives to conflict resolution, ones that could actually help to solve the issues.

However, the treatment of these projects requires care and follow up, so that kids remain

aware of the dangers and are not fueled by their experiences, making the treatment into a

source of entertainment.

Determining levels of personal growth. At the end, it was not clear whether the

kids would change their most deleterious (in their own views) behaviors, such as fighting.

This was not because they did not want to, or because they did not understand the

problem, but perhaps because of a larger, uncontrollable environment that promoted their

behaviors. Personal change is a complex process that requires paying attention to and



276

working on many fronts in a sequence involving awareness and understanding of the

problem, engagement with it, preparation for the constitution of a new self and a new

reality, action, maintenance, and habituation to a new form of being in the world. This

involves time and a variety of strategies, including education, environmental controls,

external support and so forth (Prochaska 1994), none of which the MH kids had in

abundance. All we could offer to the kids in this project was information and increased

self-awareness, in some ways what Freire called conscientization. Although it seemed as

if it could be possible for the kids to change some of their conditioning during the process

of our projects, whether the new learning would stick was not possible to determine.

The kids’ own responses were ambivalent and inconsistent. They appeared to be

somewhat concerned about their behaviors, and while there is some evidence of

improvement, other data are contradictory. Maria and Kaija in particular felt less guilt

about their negative behaviors at the end. However, evidence of improvement can be

found in the interviews with the kids and their mothers. For example, during the final

focus group, I asked the kids whether they thought their behaviors had changed in any

way for the better. Maria said “yeah, because I don’t yell no more and I ignore people

when they say things.” Daquan also said “yeah, I stopped laughing at people’s jokes.”

Kaija said, “…I stopped being bad… I don’t know how I stopped being bad.” Cristina

admitted, “I don’t catch an attitude sometimes.” And Karla, who worked with us as a

project assistant, said, “I stopped being so loud.”

I asked if the project had changed their lives in any way. Charlie agreed, and

explained: “I will not start fighting for no reason… And I will never do drugs…” Kaija

also agreed: “I don’t fight no more… I don’t do drugs.” Cristina said her life changed
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also, “I’ve been a good girl lately at home.” She was also happy because “sometimes I

had to wear uniform, but this time I get to wear anything I want to school.” She said she

would buy not just clothes, but also “I’m gonna get a diary… In my diary, I’m gonna

write what I’m gonna do when I grow up, so I can have a plan.” Daquan said his life

changed “a little… because I had stopped helping doing stuff around the house, but I am

back to doing it.” He stopped because “it was a whole bunch of people, and nobody do

nothing but me, Charlie, my mom and my grandmom, so I stopped and then went back to

doing it.” He said the project helped him make that decision “cause I helped out here, so I

should help out there.”

At the end of the project, I asked the mothers whether their kids changed at all

from being at the MH and working with me in the summer. Diana said, “I think when she

[her daughter, Tatiana, also a project assistant] started hanging out in there [Sulphur

Springs] more, her attitude got worse… I think she’s easily influenced and I don’t like

that, but when she got to the MH, she got way… I’m gonna say more, more responsibility

about herself, and more confidence… Yeah, she’s more mature.” Tatiana, in particular,

was affected by her constantly negative behaviors during the fall of 2010 and the spring

of 2011. Because of her lack of cooperation and complete disregard for the MH rules, I

did not recruit her for our project in the summer, and only allowed her to work as an

assistant because she asked me so many times to allow it. According to my conversations

with her and her mother, Tatiana learned a lesson. She realized that her attitudes could

close doors for her, and limit her opportunities to grow and learn. She seemed much more

humble at the end.
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Another mother, Marsha, said about her kids: “Cristina is a lot more

cooperative… yeah, cause she used to be more bad attitude all around. But, she has

calmed a whole lot. I ain’t got no call from school yet. I know it’s still early, but nobody

has said that she had no bad attitude, cause last year she was just all messed up, all

messed up, with bad attitude. So, I see a lot of improvement.” She explained that

Cristina’s bad attitudes were like that in “the fall and the spring, throughout the whole

last year of school. I ain’t got no good reviews from her, but over the summer, she started

to change. She started to take some time to think before she do stuff…” Marsha also

mentioned that Cristina “wants to do more… sometimes she asks momma do you want

me to wash the dishes or sweep or stuff?” I told her I like things clean and organized and

she expressed: “Yeah, they was telling us about it… They said: She’s so neat, her

paperwork is so neat.” When asked what she thought the kids learn from the project with

me, she said: “I hope that they learned to respect each other more, that’s one of the things

I hope, I know it’s gonna take time, but you know what I’m saying? They still young, so,

I know they cooperate more, now; they are getting better, I know that.”

About Charlie, Marsha expressed:

…And Charlie, I don’t know about him, he’s starting to focus
more on his… you know what I’m saying, on what’s important,
but as far… cause he’s still running around, he’s a wild child…

And Karla:

…I don’t really have no trouble with her, but she, I can see
improvement in her as well… Yeah, she has grown up a lot, she
starting to grow up, cause she wanted to join in and she is
changing…

During this interview, I explained to Marsha that Karla, like her cousin Tatiana,

knew early in the spring that I was going to run this program, but their attitudes were so
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bad I decided I could not work with them, and the girls ended up resenting their positions.

Marsha agreed,

Yes, that’s what happened with Karla, she really wanted to be [in
the program]… That’s what I told her, it’s not her [Mabel’s] job to
teach you how to act, you should already got that and respect her,
and know what to say and know what to do, so she can deal with
all of you. But, I have been talking to her.

Over the course of the summer, after realizing that she was missing out a good

opportunity to learn and to have fun, Karla decided to change her attitude and become

more cooperative and less destructive. She still had ways to go but definitely turned

around for the better.

More generally, about the MH impact on the kids, Ms. Norma said:

I know it taught them a lot of things. Cause I watched them how
you had them doing the little drawings, and painting; they sit down
teaching the little kids how to do it… I notice Maria, every day;
she’d sit with Andrea for a couple of hours, if she does not draw
well, she teaches her how to do it well. So, yes, it was a very good
program… Maria do, she takes great time with Andrea.

And Kaija…

Well, I think she learned a lot how to adjust herself, yeah, she
learned a lot, because she understand if she don’t be disciplined,
and she don’t obey, she’s gonna miss on a lot of things in life. So,
yes, it did help her a lot.

Kaija was suspended from the project indefinitely in the summer, after she

showed extreme aggression towards me. Although I took her back when she

demonstrated willingness to follow the rules and to behave appropriately, I made sure she

also understood that her negative attitudes could result in loss of opportunity. She

changed a great deal at the end of the program, mostly for the better, and she seemed to
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have assimilated the lesson that respect towards others was important to succeed in

society.

Ms Norma also talked about Daquan:

Oh, well, to me, Daquan is excellent… I don’t know what Daquan
do when I’m not with him, but Daquan is excellent. I always tell
him, please don’t ever change. You know, he’s not… I can’t say
he’s my favorite, but I put him above the rest, because even when
we are not watching him, or not observing him, he don’t do bad
things. He makes the right choices. Like, you know Charlie got
friends, Daquan won’t hang out with them, he will not. And I’m
not saying that nobody got no bad friends, cause we are not
supposed to judge nobody, we’re not supposed to judge their
friends, but Daquan does an excellent job at picking his friends.
Okay if he think these boys are going to do something, he will not
get with them, and he don’t have a lot of friends. He might go out
and play football, or he might not. Daquan prefer to play his
games, prefer to keep to himself. I don’t know, but I don’t think
he’s gonna change.

Ms. Norma appreciated greatly Lance’s work with the boys at MH, his guidance

and role model figure. She believed that Lance’s conversations with the boys helped to

guide them in their lives. She had Daquan in high regard as well. For her, Daquan was a

great role model for other children and she hoped that others would grow as well as he

was doing.

Ms. Norma then expressed her views about Maria:

She loves to try to motivate little kids. She’d sit down with Andrea,
and say, come on, Andrea, do your homework. But the only thing
is that Maria is a little devilish. Sometimes, she’d say things or do
things that aggravate people. But, it’s not meanness. She’s not
mean. I think it’s because of some of the things that might be
troubling her mind. She plays too much, and we try to talk to her
about that, you know. We try to tell her, okay, Maria, you might
not keep up with Daquan, but you can act like him, be smart like
him, be obedient like him. But, other than that, she’s not bad, you
know, she’s not bad at all… She’s another one; she doesn’t have to
get under punishment. She don’t… And she works very hard to try
to reach her goals.
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And I also asked her about Charlie:

Well, you know, I don’t observe Charlie too much cause he’s an
outside person, he might be in the house for a little while, but
Charlie loves the outside, he loves to hang out, play ball, he be
with his friends. They like to just walk around the mall, so I don’t
get to observe Charlie that much… I watch him when he’s in the
house. He’s a good child when he’s in the house, but I don’t know
too much him, because he don’t give you a chance to observe him,
you know. And his mom don’t have no problem with him being
outside with his friends, because he loves the outside, and he
knows how to handle himself.

About Cristina, Ms. Norma stated:

…She is a good kid, she obeys, and I think this program you are all
helping her with is also, you know, it helped motivate her too, and
I have observed her, and I think she’ll do good in life, I have
observed her a lot… I’m gonna tell you that, because I don’t
observe her like I do Maria and Kaija, I don’t work that close with
her, and that’s because I don’t be around with her that much, but I
think you all played a good part in their lives.

Lana (Maria, Kaija, and Daquan’s mother), also said she had seen the kids’

behaviors change over the summer: “In behavior, positive attitudes… They listen more.”

She also agreed that they were more helpful, and cleaner “they are more neat… They are

interested in stuff… care for stuff… keeping order.” In a second conversation, Lana

expressed, “Daquan does more housework… Kaija is trying to control her attitude… Not

doing it as much… not getting mad as quick.” In terms of Maria: “She is still telling it…

but a little bit less.” We both agreed that Maria is the one still having more trouble

adjusting, and that she has a strong will and likes to do her own thing.

Overall, both the mothers’ and kids’ responses during interviews were more

aligned with my evaluations of the kids than their self-reports. The kids seemed to

neglect positive behaviors more on paper than in reality, although I am sure that some of

their answers matched their feelings precisely. Neverthless, the kids appeared to have
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grown a great deal from our work, even if we were all conscious that there was still much

work to be done.

Final thoughts on cultural praxis. During the second set of interviews, the kids

talked about their learning in our project. Charlie said he learned about “Timecodes,

interviewing, [and] evaluations.” He agreed that he had learned how to evaluate himself,

even though the process of the evaluations was reportedly boring to him, as well as all to

other kids. He also agreed that he knew better how to learn, how to ask questions, and

create a story. He believed that he could now put a story together. Kaija learned “not to

fight, not to do drugs… how to work on the computer, and stuff like that.” Cristina said

she “learned how to edit, log, shoot the video...” She agreed that she got to practice her

reading and writing “and my drawing.” Daquan said he “learned… mostly how to edit…

[and] how to put together the camera, the microphone, digitizing… I liked learning about

everything, how to set up the stuff… And how to do white balance.” Maria learned

mostly “Editing… how to put the stuff in the computer… how to use control and in and

out [sic].” She agreed that she learned to cut clips and to put them in the timeline.

Evidently, during the final interviews, the kids had the editing process fresh in

their minds because we had just finished the video. In their daily evaluations the kids

always focused on their present activities, and this is another reason why it is so

important to evaluate the kids’ actions and thoughts from different points of view, and at

different times during projects like this one. Without the triangulation of data, this

program evaluation would have been inaccurate. Not only could the kids’ evaluations

change significantly from one moment to another, but also my own perceptions of the

kids’ work and behaviors were subject to change according to my own states of mind in a
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particular day. The fact that I can compare the different datasets, my perceptions of the

kids’ work, their mothers’, and their own perceptions of their work, makes a great

difference in these analyses.

When asked what they had contributed to the projects, Charlie said he contributed

by “asking questions… When we were doing the interviews, I was being more specific.”

Kaija contributed her “editing, acting [and] rapping” talents. She was an “actress, rapper,

and editor;” she said she contributed her “acting, and interviewing.” Cristina said she

contributed “my acting… my face… I brought into the project.” She thought she had

been a good actress. Daquan said he “brought everything… I brought me, camera,

microphone,” all the things that he learned. During the second focus group, Daquan said

he brought his mind into the project. Maria said, “I brought my mind…” and said she also

set up the camera by herself. Cristina also claimed that task, and she “hooked the sound

into the camera” too.

At the end of the program, I also asked the kids whether they liked the work we

did during the summer. Karla said, “yes, cause it was fun; the fight acting.” Maria also

said “yes, fun! And [the] fighting part, and Kaija’s [her raps], and [we] got away from

home.” For Maria being at home was “boring... nothing to do.” She liked going to MH to

work on projects, playing, and making some money. She said she liked making money

and it was fun. Daquan stated that he liked it “cause we learned new stuff, and learned

something new…all kinds of stuff.” Cristina said “yes, I liked doing the fighting scenes,

the way Kaija made her raps.” Kaija said: “I liked everything.” I asked her if she liked the

evaluations as well, and she replied “too long. I like writing but not evaluations.” I asked
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them whether they thought they had learned to evaluate themselves. Maria, said simple

“yeah.” Kaija said “I did not, I don’t know what that means.”

They also expressed what they had not liked. Kaija said “writing.” Maria said

“sometimes evaluations cause when you write a long paragraph on the board and you

said, what did you learn? You would go on and on and on and on and on.” Cristina said,

“it is like an hour long speech.” I told Cristina, “it’s called teaching.” After a very funny

interaction, I asked the kids again what they had not liked. Cristina said, “that’s so hard,

cause I like writing… nothing…” Karla said, “when we had to keep stopping [she meant

repeating the scenes many times]” Cristina added, “yeah, we had to repeat everything in

this video.” I asked them if they wanted to have a good project. Cristina said, “I got stuff

on my face, and again, I got stuff on my face, and again.” I asked them whether they

thought they would have had enough with the first shot. Karla said “yes.” Daquan’s

answer was “overboard.” Kaija said she did not think the first shots would have been

enough “cause, they were messed up.” I asked if they thought the video looked good

then. Cristina said, “yeah, especially the fighting video.” I reminded them that we had

made those videos together. Cristina replied: “Whoever created it, I’m so proud of you,

I’m so proud, I’m so proud!” Karla said, “I like the girls video.” Cristina said, “me too.”

And Kaija followed, “yeah I like the girls video.” This is the video we made two

semesters before, about the girls and their lives.

I also wanted to know whether they preferred working with a group or alone.

Daquan said “on my own, I get way more work done… with group, keep stopping and all

that.” Karla said, “by myself cause I get my work done, and people are loud and

laughing, people, like more individual.” Later, during another interview, she said “groups
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cause I might need help…” Maria expressed, “sometimes I like working in groups but if I

am by myself, I get a lot more work done. Cristina said, “individually, cause I can’t

concentrate with people around.” Cristina, during the final interview, said she liked to

work with others “...sometimes… cause some people that are working with you, they

aggravate you… and they talk too much…” But she liked working with other people “on

my happy days, when I’m excited about an event that’s going to happen.” Kaija said

“with people… [my] friends… I like working with nerds… cause I can get help from

them… not on my own… I might need some help.”

I asked whether they liked this group specifically, composed of siblings and

cousins. Maria did, while Cristina said “[I] don’t like working with Daquan and Maria,”

but she did not know why. Karla liked to work with Maria, and Daquan liked to work

with Charlie, he said the others “are goofy, they are just… f’d up.” Kaija said she did not

like working with them because they were “loud and ignorant, embarrassing, loud.”

Maria did not like working with Cristina “cause she’s always goofing around and

complains.” Karla added, “she’s laughing at people, and gets mad about the chair,

pencils…”

During the final interviews their answers to this question were more positive than

during the focus group, which suggests again that working with children is delicate. Their

perceptions and feelings change continuously, according to the situations and the

environments in which they are immersed at a particular time. Charlie said he did “cause

we was laughing and playing, and fighting.” Kaija did not like it because “they play too

much.” However, she would work with them again “if they don’t play.” Cristina, on the

other hand, liked working with them “cause we got to have fun and record, and all that
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stuff.” She would work with them again. Daquan liked working with them “most of the

time… cause [sometimes] we had to keep stopping… for me too, but… nobody would

pay attention…” He would like to work with them again, nonetheless. Maria said she

liked working with them sometimes “cause they are bad… I’m good… I don’t fight a

lot… I yell at people.” But she would like to work with her siblings and cousins again.

From these responses, I gathered that the kids believed their work was affected by

the relationships in the group; they got easily distracted and they resented having to work

harder when they interrupted each other or the flow of the work.

In general, the interviews gave me a much better feeling about the results of the

program than some of the kids’ self-evaluations, especially Cristina’s, might show. They

learned, and enjoyed themselves greatly. I witnessed important changes in their

behaviors, although I am also aware that these changes may have been temporary, since

there was very little opportunity afterwards to reinforce the lessons of our program. In my

final chapter I offer some conclusions and detail the implications of my study, as well as

offer some recommendations for future programs.
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Chapter 12:

Conclusions and Recommendations

The main purpose of this study was to analyze the role and potential of

community arts programs and organizations in improving the lives of disadvantaged

African American youth, through the creation of a participatory video project and the

internal evaluation of the same, using applied anthropological methods, and following the

recommendations of expert community arts programs evaluators. In addition to

conducting the program design, implementation, and evaluation, given my extensive

involvement with MH, I was able to investigate in some depth the lives of the kids

participating in this project, their relationships with MH, as well as the general

organizational environment in which we were immersed. In this process, I was able to

establish the complexity of community arts work and of any educational enterprise with

disadvantaged children.

It is possible that a community arts program within an organization can help to

offset the subjection of African American youth to marginality and improve their lives,

by providing the space, freedom, and resources necessary for them to think, imagine, and

create. This allows them to learn about themselves and appreciate their individual and

cultural identities and values, and to communicate and work with others in processes that

will contribute to changing the realities that negatively affect them. It may protect them
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from engaging in deleterious behaviors and promote more accurate discourses about and

representations of their lives. I believe the results of my work point to that potential.

However, some necessary conditions need to be met to this effect.

A community arts organization does not require much money to run good

programs, but if it is to be effective, it requires a long-term strategy that links realistically

the organization’s resources to the needs of the population, and the potential of

community arts. It needs prepared instructors, administrators, and volunteers with a

holistic vision of wellness (or what it means to live a good life), as defined by the

communities with which they work. In the U.S., a contemporary and holistic vision of

wellness involves “the integration, balance, and harmony of mind, body, spirit, and

emotions, where the whole is… greater than the sum of the parts” (Allison 2001:25). This

perspective is different from the more prominent Western conceptualization of health,

which is based on Cartesian principles that separate the mind from the body, and regard

the body as a machine, whose parts can be treated separately (25). An anthropological

perspective can help to determine the wellness goals of a particular population and

therefore the best practices in the design, implementation and evaluation of community

arts programs, as well as of any other community activity that seeks to improve the lives

of participants.

Taft and Harold Richardson offered in their own way holistic programs at MH,

involving neither the creation of art for art’s sake nor the kinds of measurable behavior

changes that arts programs typically seek. Rather, their goal was an integration of work,

spiritual practice, emotional, mental and physical balance, as well as fellowship with

others and the environment. For them, emphasis needed to be put on the spiritual self,
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however, in order to develop creativity and to counteract the materialistic forces of the

world; they hoped MH children would develop this connection with their inner selves,

and in that way find constructive paths to follow. This is what the children in the

neighborhood needed to shield themselves from the effects of marginalization,

criminalization, and their resulting violence and self-destruction to which they are

exposed continuously. The Richardsons learned to live better lives themselves in this

fashion, reaching high levels of spiritual maturity that allowed them to tap into their

creative powers with a mission of service and compassion for other human beings,

especially children. Through their art, they expressed and shared the messages and

guidance they received from God, their inner Higher Power.

Through prayer, or a special kind of meditation with God, and self-awareness and

understanding, the Richardsons sought to become one with their spiritual powers, and to

connect in that way with humanity, dedicating their lives to the alleviation of the

suffering of others. They understood their calling as one of “resurrection,” and re-creation

of life, of transforming death into life, and of the ugly into beauty. This was their notion

of creativity; the translation of a new vision of life into aesthetic forms that

communicated the depth of their messages and ethics to the world. However, the

Richardsons understood that spiritual beliefs were a personal choice, and did not impose

their notion of God, or the spirit, on the children or others. They believed that what was

important was for the kids to find meaning in their lives other than the notion of

materialistic success as defined in our societies. This was possible by self-reflection and

self-awareness, and in that exploration finding one’s own personal and cultural identities,
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determining goals and visions of a better life, and materializing those ideas in the world

for the benefit of all.

Unfortunately, the Richardsons were victims of the non-profit industrial complex

(INCITE! 2007). They did not have the knowledge, or perhaps the interest, to deal with

bureaucratic processes that would keep them away from their work. They wanted to offer

their skills and knowledge to the world, but their vision and mission were incompatible

with the hegemonic forces and bureaucracy of the NGO and development world (more on

the Richarson's and MH struggles in Arney nd).

Dr. Susan Greenbaum and Lance Arney have attempted to play the non-profit

game, in the Richardsons’ name, taking advantage of the few opportunities available to

fund and create an infrastructure for MH, using their knowledge and privileged

memberships in society so as to generate the conditions necessary to fulfill the

Richardsons’ mission. However, their efforts have only temporarily been successful, and

the fate of the organization is once again undertermined. A few grants have allowed the

creation of important projects, but there is not enough to hire permanent staff, necessary

to run effective programs.

Without a regular influx of material resources, and without full time personnel to

create and implement coherent and sustainable programs, the survival of MH is

questionable. Small grants are not enough to sustain the organization, and foundations are

often not interested in funding programs that address the problems that affect populations

such as that in Sulphur Springs (Burrowes 2007:232) and that derive from the market

economic system, namely poverty, criminalization, and more generally marginalization

and discrimination in the form of a systematic exclusion of African American children
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and youth from advantageous policies that serve their growth and development. Non-

profits require continuous adjustment to the politico-economic realities of foundations in

order to fulfill their goals, which compromises and in many ways impedes the full

development of their objectives. Additionally, a major contradiction for an organization

like MH, with a social justice intention, is the dependency on funding provided by

foundations that may be politically and economically compromised, and which represent

the interests of the forces that are responsible to a great extent for the issues the

organization is attempting to change in the first place (Grugel p. 34; Mayta p. 110).

Although MH was able to build some success for the length of time it had

economic stability and influx of material and human resources from USF, once such

resources and the funding ran out, it was impossible to maintain regular operations. MH

was reduced to one or two programs (with appeal to foundations) during the summer in

which I developed my program with the kids, and it was difficult to find additional

funding for different programs after that. As Feliu (2003) recognizes, “the fundamental

limitation of NGOs’ work is that their actions are not sustainable: they disappear when

the subsidy disappears” (64).

Hence, at this point, MH appears to be in need of financial strategies independent

from the non-profit industrial complex, perhaps self-funding activities and a business

enterprise, in addition to grant monies and partnerships (Burrowes 2007), as well as less

diversity in its programs, in order to maximize the organization’s resources. Trial and

error and continued effort and hope are necessary until MH is able to establish itself in a

sustainable way.
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Nonetheless, it is clear to me that the potential of an organization like MH in

improving the lives of disadvantaged African American children is enormous, once it

reaches economic solvency. This is especially true if the organization pays attention not

only to the ideas and strategies that others (professionals, charitable helpers, and

volunteers) bring from the outside, but more fundamentally to the needs of the children

and their families in the community, as well as their native strategies for wellness. At

MH, even though we were still learning, our participatory and anthropological

approaches helped us build important relationships with and understand the needs and

resources of MH participants and the neighborhood.

During my tenure at MH, I learned that the design, implementation, and

evaluation of community arts programs require awareness of human development,

sociocultural and historical processes, in addition to artistic mastery and pedagogical

intention. The objectives, rules of engagement, and participation must be absolutely clear

for all those involved in the programs, while allowing for improvisation and revision of

clauses according to the needs of all those involved. The results of the evaluation

presented here may help to determine best practices at MH, and hopefully other

community organizations.

Specifically, in my anthropological work I show the complexity of the lives of

disadvantaged African American youth and children, what is important to them and their

families, their needs and assets, and the roles that community arts programs and

organizations can play in their lives. I advocate for long-term strategies, collaborations,

and an interdisciplinary approach. Programs can help the kids to gain access to the world

outside their community, by developing their communication skills and increasing their
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awareness about their lives and the context in which they live. The kids also need a stable

place to develop their capabilities and where they can feel appreciated and cared for.

They need a place to learn how to create and contribute positively to society and the

improvement of their own lives, understanding the enormous challenges that face them

and defining possible solutions.

In addition to the need to design and implement programs based on in-depth

understanding of the community participants’ lives, assets and needs, and their native

strategies for wellness, my work demonstrates that program evaluations are fundamental,

for they are the tools that can help community arts programs and organizations to achieve

excellence. Regardless of the needs of funders (outcomes, quantitative analyses, results,

etc.), and the complexity of evaluation research, managers and instructors must engage in

constant self-evaluation to ensure that they fulfill their objectives while maintaining the

integrity and autonomy of the populations with whom they work. While they may not be

able to engage in extensive research as I did at MH, they can still incorporate regular

interactions with the kids’ families, and continuous dialogue with the children, eliciting

feedback and ensuring that everyone’s needs are met. It is easy to make assumptions

about the benefits of participation in community arts, but it is not as easy to determine the

specific ways in which our work may impact the lives of participants. Without clear

objectives, resources, contextual understanding, and constant self-evaluation, programs

are likely to fail.

Through my comprehensive work, I determined that the MH kids are most

certainly affected by their position in the social structure, which generates conditions of

poverty and disengagement from “mainstream” society, limiting their possibilities to
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develop holistically, and instead promoting the kids and adults’ unwanted and deleterious

behaviors, including violence, drug consumption and trafficking, and other illegal

practices. Although there is potential for community organizations to offset some of the

conditions in which disadvantaged African American youth live, this is only possible if

the organizations themselves are able to secure their own sustainability and provide

continuity and coherence in their programs.

For example, during its period of solvency, MH was able to provide a sense of

place for children who suffered from residential instability, as a space to have fun, rest

and release tensions from their crowded and noisy households, as well as the aggressive

settings in which they were immersed. With a participatory framework that took into

consideration the views of the kids and the community in the organization and the

development of its programs, the kids created a sense of belonging to and of appreciation

of the MH space as theirs. At MH, we attempted to create a similar ecology to that

created by the Richardsons at previous locations, and the importance of such

relationships with the environment appears to be paramount.

As I discuss elsewhere (Sabogal nd), the MH elders were able to create what I like

to think of as an “ecology of freedom.” Freedom, in this view, is a “positive freedom,” in

Greene’s (1988) words; the possibility of reconstructing culture and its values for the

wellbeing of all, not only for personal gain (121). In freedom, human beings can act and

choose (63), opening spaces of possibilities to improve (104), collectively. This view is

somewhat similar to Gauntlett’s (2011) idea that through creative practice, through which

social relationships are formed, and in the recreation of the world and culture, there is

freedom (55). Holloway (2005) called this “power-to,” as stated in an earlier chapter, the
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ability to work, to create and to do, which is co-opted by the dominant ones, thus

eliminating the freedom of the marginalized to create and re-create life, and the world in

which they live. The MH space offered the qualities necessary to reclaim this freedom, to

envision and subsequently to re-create life, culture, and the world. In that way, it was a

place of resistance, against the domineering forces of society, a place created with the

intention to shelter some of the most vulnerable members of society, and reconstitute

their wellness. It was an educational place, and in a way, therapeutic, fulfilling spiritual

and other instrumental functions (Stokols 1990).

In my project, I attempted to reconstitute the freedom of creation and of

fellowship with others through cultural praxis, in which the children were able to reflect a

great deal about their lives. They engaged in a critical exercise, identifying, analyzing and

tackling problems that affected them and their community directly, and in that way

participating in the improvement of their lives. At the end, there was still much work to

be done, and many questions remained to be answered, especially the problematic

relationship they had with violence in the neighborhood.

Through cultural praxis, it is possible to promote new and different visions of life

and the world, and to begin the process of transforming it, by analyzing our role in

society, our position, and ability to work for a collective good. The creative process, in

general, but especially in cultural praxis, is in itself a holistic process, requiring self-

knowledge and awareness, a strong sense of identity, mental and physical capacity,

communication skills, space and resources to imagine and create, as well as awareness of

others. Through this methodology, sustainable community arts organizations with long-

term strategies have the potential to influence the lives of participants in positive ways.
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In the short term, my cultural praxis project had some effects in the lives of the

kids, but it is difficult to assess whether any changes were sustained. It is likely that some

of the deleterious behaviors that we worked to address at MH resurfaced in the kids

afterwards, because without environmental controls and maintenance of the new

behaviors, there cannot be lasting change (Prochaska 1994). What seemed to have

remained were the kids’ connections with MH and the most dedicated volunteers and

instructors there. The kids were infused with a desire for learning and for creating in

particular ways, and they asked repeatedly for other similar experiences, including

cultural praxis projects, months, and even years, after having ended our project.

It is hoped that the lessons learned through our experiences will serve the future

design, implementation, and evaluation of other MH programs and even of other

organizations. As expressed throughout this paper, these lessons include, the importance

of understanding the kids’ needs and lives in their complexity, through research; the need

to design programs that are coherent and sustainable, and to determine large and specific

goals that can be systematically evaluated and that correspond to the realities of the kids

and the potential of community arts programs; the need to use participatory

methodologies that are age appropriate and that take into consideration the kids’ abilities

to understand problems and make decisions with a sense of agency; and, finally, to

address issues with an interdisciplinary and holistic lens that considers the entire human

experience and needs.

In this view, it is important to emphasize that the needs of the Sulphur Springs

families and children, as described earlier, cannot be fulfilled by small and under- or un-

funded organizations like MH. In a democracy, it should be a societal obligation to serve
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all of its citizens and to secure their wellness. The current goals of success as defined in

our society are also not within reach for all, creating frustrations and lowering people’s

self-esteems and expectations of themselves (Sapolsky 2004:3-11; Santrock 2011:482).

Although the kids I worked with had not started to feel such societal pressures yet, still

showing satisfaction with their lives, it is likely that with time they will begin to feel the

frustration that their mothers felt due to their inability to secure jobs and to provide

stability and basic resources for their children. The mothers blamed themselves, believing

that had they made different choices, they would now be able to do more for their

children. However, restrictions on African American poor people are enormous, so even

with the best intentions (motivations to learn and to work hard, and to contribute to

society), such goals are difficult. The kids wanted to have what people on TV have, yet

unless they could succeed in school and sports, or perhaps engage in lucrative illegal

activities, the likelihood of them being able to achieve their notions of success seems low.

At the most basic level, what an organization like MH can do for children, even if

unfunded or underfunded, is to make them aware of their lives, of their socioeconomic

and other environments, and motivate them to work for change. In addition to self-

awareness and motivation, we also offered the children examples of how to succeed

through academic excellence through our own experiences, and as role models, pushing

the kids to stick with school and do their best. The kids knew our backgrounds, and that

being successful students has been a vehicle for upward mobility for us, and now we are

able to apply our knowledge helping others. We distracted them from the street life and

indicated other possible paths. Some of the kids understood and began a process of

maturation in that sense; others did not.
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Another important area that seemed to have been successful was our emphasis on

work. For me it was extremely important because, ultimately, it is through work that we

can concretize our ideas in the world. The kids had had some experiences with little jobs

at MH, including the garden and the wedding tabletops. In the cultural praxis project,

they were engaged with a rigorous schedule and specific tasks to be accomplished within

a set period of time. The kids were able to influence in many ways the conditions of the

project, but they understood this as part of their job as well, and they were compensated

for their responsibility, commitment, and participation in all the aspects of the project.

This was very satisfying and rewarding for them, and an incredible learning experience as

well. But more time and resources are needed to determine the long-term impacts of such

an approach, as well as the attainment of other outcomes.

The problem of projectism, as described earlier, was very clear in my work. It was

obvious to me that single short programs cannot offer a real solution to any problem,

although they may teach some skills and entertain the kids. However, for sustained and

deep impact, a series of short programs seeking the same outcomes, or a continued, long-

term, program with clear objectives and strategies, might very well be of great help.

Again, this requires organizational sustainability, willingness, and knowledge on the part

of instructors and volunteers. And there must be a continuous process of evaluation in

order to perfect techniques and strategies, and to address the many problems that may

arise in the programs.

In this evaluation I attempted to correct some of the issues found in community

arts programs evaluation research, as identified by Putland (2008), Matarasso (1996),

Kay (2000), and others. This was an internal evaluation versus an external one, thus
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perhaps contributing more to the work of small organizations and/or single artists running

community arts programs, although it can also be helpful to larger programs and

organizations interested in internal evaluations before engaging in external audits. Some

issues described by Putland (2008), such as lack of resources for short-term projects, and

small samples will continue to exist in the less affluent settings, and therefore it is crucial

for community artists to learn to evaluate their own programs without expecting the

availability of external agents or ample resources, or even the use of statistical analyses,

which on their own would not be sufficient for a deep analysis anyway. Certainly, having

research skills is important and I advocate for the use of an anthropological perspective,

as stated already elsewhere in this work, in order to truly understand the needs and assets

of the participant populations, to define and understand their notions of childhood,

kinship relationships, wellness, their expectations and values, as well as those of any

other stakeholders in the program.

Here, the evaluation was integrated into the program for maximum coherence. I

identified potential outcomes, and chose indicators that could measure the program

objectives; I also attempted to quantify my observations graphically, as well as the kids’

own evaluations, in order to counterweight the more narrative data gathering techniques.

A mixed methods approach was used in order to compare various types of datasets and

determine their strengths and shortcomings in this setting. The theoretical framework,

methodology and data collection techniques have been made available for further

scrutiny. The available resources, inputs and outputs, as well as the end results have been

reported with honesty, and in a critical way, and possibilities for improvement have been

stated as well.
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In my evaluation, the goal was to determine the important outcomes for the

Sulphur Springs kids, and also the best strategies to achieve such outcomes and to

evaluate success. I determined the fundamental need for a mixed methods approach in the

work with children, but potentially with adults as well. One instrument is likely to give

incomplete and even inaccurate results. The evaluation must be multidimensional,

looking at as many factors affecting the kids’ lives as possible during the project’s time,

and conversing with families, teachers and administrators as well as the children.

Triangulation is fundamental to achieve the maximum accuracy possible, and therefore

usable results.

In this case, of all the instruments utilized, the most problematic seemed to have

been the kids’ self-evaluations. They appeared to have given the most discrepant

information, while my observations, the mothers’ interpretations, and even the kids’

interviews seemed to be more aligned with each other in several cases. I was able to

discover how inaccurate the kids’ self-evaluations can be if used in isolation from other

data collection methods. The most striking example was the difference between two

versions of the same evaluation, filled out twice by mistake, by one girl, the same day.

Some of the scores are similar but many are different. But also my own observations and

the interviews can be equally inaccurate on their own. I noticed that my mood and my

emotional states in general could have an impact in my assessments of the kids’

behaviors and my interactions with them, and how much my own life affected the course

of a day of work with the kids. In addition, many factors affected the responses of the

kids during the interviews: If they were playful, and happy, their responses had a certain

tone and depth, and if they had interactions with certain people immediately before, the
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tone of their responses also changed. None of this is to be underestimated. Hence, only by

looking at the places of intersection and of discrepancy in the various datasets can we

attempt to make some accurate interpretations, and even then, because of the short length

of the program, it is extremely difficult to arrive at specific conclusions about the

achievement of outcomes. The latter point is clear and crucial in this evaluation. The

individual differences of the children involved in the program, and the lack of

opportunities to follow up, or reinforce, the kids’ progress in the achievement of the

program goals made the more “objective” assessments futile on their own. Without the

gathered qualitative data, and the longer-term ethnographic research, it would have been

impossible to arrive at any conclusions in this evaluation. The more “objective”

instruments were helpful to me, in conjunction with the other methods; they added

otherwise obscured information, even though they can use some refinement (they could

be perhaps shorter, written in an even simpler language, and administered at different

times for each outcome sought).

One problem between the kids’ and my evaluations may have been that our values

and expectations about behaviors were different; even our definitions of concepts may

have been different, although the language of the questionnaires was tested and reviewed

before administration with the help of a child, in order to ensure clarity and

understanding. Nonetheless, what can be seen in the evaluations is that some kids’ scores

improved or deteriorated in certain areas and not in others, while for some kids the scores

remained the same, from beginning to end, highlighting the need to work individually

with each child, and not regard them all as a homogeneous mass with the same needs and
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assets. Each child in the Carter family was a different universe, as is any other child in

the world as well.

In sum, I believe this project has helped to move the community arts field forward

in attempting to determine the attributes that affect the effectiveness of a community arts

program and its evaluation, as well as their potential impacts on a group of disadvantaged

African American kids. Many factors affect the abilities of these programs to fulfill their

missions, and the task should not be taken lightly. In general, the kids can learn and enjoy

much in community arts programs, but their learning depends on the organizational

structure and objectives, the capacities of instructors and volunteers, and the pedagogical

approach used. Ultimately, what the kids need is a holistic approach to their education

and health. In this view, a community arts organization requires an interdisciplinary

approach, including counseling, anthropological, artistic, and educational resources

available in order to produce the most beneficial effects.

It is obvious to me that the MH kids participating in the cultural praxis project, as

well as others who participated in other programs, were talented and that what they

needed were resources that allowed them to create and participate in society in a

productive way. They needed better education, not punishment and hate (i.e.

criminalization). They were not pathologically deviant, but they lacked basic resources.

They needed a less stressful environment and tools to communicate with and relate to

others in a less aggressive way. They were capable of learning everything, but they

needed social investment in their future, as much as any other child in our society does.

An anthropological perspective has been fundamental in uncovering the

intricacies of community arts, because this approach aims to understand the realities of
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the children’s lives in Sulphur Springs, rather than focusing only on what happens in the

program. It is this holistic perspective, focusing on a small number of children, that sets

my research apart from more quantitative work that seeks to measure behavior change

among a large sample. Whether MH will have the opportunity to create, implement, and

evaluate other cultural praxis programs remains to be seen, but I believe my

recommendations will be of help in the further development of the organization, as well

as to scholars and practitioners attempting to develop the most effective approaches to

community arts programs. There is still much to be learned about disadvantaged African

American youth’s developmental processes and the potential of their participation in

community arts to contribute in such processes.
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Appendix 1:
Instruments to Answer Question 1

How do disadvantaged African American youth define their place in society, their present
contributions, and future possibilities? What do they want to change? What do they want
to maintain?

These interviews and focus groups helped to answer other questions (2, 4a, 4b, 4c, 4d),
and other exercises will help to answer this question as well.

First semistructured interview with each participant of the project, and elicitation
using maps

1. How do you define art?
2. Do you like the arts? Why?
3. What types of art? Why?
4. What materials? Why?
5. Can you name and describe the distinct arts organizations in the neighborhood?

Using a map of the neighborhood:

6. Can you locate these organizations on the map?

Back to interview:

7. Do you know how long those organizations have existed for?
8. Who founded them?
9. Do you know the people who run them?
10. Do you like them? Why? How?
11. What do they do in those organizations?
12. Have you ever participated in their programs?

If yes, go to #13. If not, go to # 21

13. Do you like them? Why? How?
14. How often do you go there?
15. For how long have you been going?
16. What is your favorite activity in those organizations?
17. And the least favorite?
18. Have you had experiences with the arts in other places? Which ones?
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19. Does your school teach arts too?

If so,

20. Are the classes different from the neighborhood organizations? How so?

Jump to #22

In the event that this is their first experience with an arts organization:

21. Have you had experiences with the arts before?  Where? What kind?

All respondents:

22. Do you think community arts organizations are important in the neighborhood?
Why?

23. What can community arts organizations do to help you reach your future goals?

Using the map of the neighborhood:

24. Locate the Moses House (if he or she has not done so yet)
25. Locate your house

Back to interview:

26. How do you get to the Moses House?
27. How long does it take you to get there?
28. Do you have any obstacles to get there? Which ones?
29. What would you like to learn at the Moses House?
30. What kinds of projects would you like to be a part of?
31. What can the Moses House do to help you reach your goals?

First focus group with the participants of the project

This focus group will help to define the kind of project the group will engage in, and
provide information relevant to this question and others.

1. How did you get to the MH today?
2. How long did it take you to get here?
3. Did you have any obstacles to arrive? Which ones?
4. What would you like to learn at the Moses House?
5. What kinds of activities do you want to do together? (Prioritize the preferences of

the whole group)
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6. What medium?
7. Do any of the neighborhood organizations offer that activity? Which ones?

First semistructured interview with the youth’s parent/guardian, and elicitation
using maps

1. How do you define art?
2. Do you like the arts? Why?
3. What kinds? Why?
4. What materials? Why?
5. Can you name and describe the distinct arts organizations in the neighborhood?

Using a map of the neighborhood:

6. Can you locate these organizations on the map?

Back to interview:

7. Do you know how long those organizations have existed for?
8. Who founded them?
9. Do you know the people who run them?
10. Do you like them? Why? How?
11. Do you think those organizations are important in the neighborhood? Why?
12. Do you think they are important in children’s lives? How so?
13. What do they do in those organizations?
14. Have you ever been there?
15. Are the activities for children only, or can adults participate too?

If yes to participation of adults, go to #16. If not, go to # 23

16. Do you like them? Why?
17. How often do you go there?
18. For how long have you been going?
19. What is your favorite activity in those organizations?
20. And the least favorite?
21. Have you had experiences with the arts in other places? Which ones?

If so,

22. Are the classes different from the neighborhood organizations? How so? Jump to
24
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In the event that they are not friendly to adults:

23. Have you had experiences with the arts before?  Where? What kind?

All respondents:

24. What can community arts organizations do to help your child reach his/her goals?

Using the map of the neighborhood

25. Locate the Moses House (if he or she has not done so yet)
26. Locate your house

Back to interview:

27. How do you get there?
28. How long does it take to get there?
29. Are there any obstacles to get there? Which ones?
30. What would you like your child to learn at the Moses House?
31. What kinds of projects would you like her/him to be a part of?
32. What can the Moses House do to help your child reach his/her goals?
33. What classes or programs would you like to see offered at the MH?

Final semistructured interview with each participant of the project

1. Can you name and describe the distinct arts organizations in the neighborhood?

Using a map of the neighborhood:

2. Can you locate these organizations on the map?
3. After this project, what do you think about community arts organizations?
4. Do you think those organizations are important in the neighborhood? Why?
5. How do you define art?
6. Do you like the arts? Why?
7. What kinds? Why?
8. What materials? Why?

Using the map of the neighborhood

9. Locate the Moses House (if he or she has not done so yet)
10. Locate your house
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Back to interview:

11. How do you get there?
12. How long does it take you to get there?
13. Do you have any obstacles to get there? Which ones?
14. What have you learned at the Moses House?
15. Would you like to continue participating in the future?
16. What would you like to learn?
17. What kinds of projects would you like to be a part of?
18. What classes or programs would you like to see offered at community arts

organizations?
19. What can community arts organizations do to help you reach your future goals?

Final focus group with the participants of the project

1. How did you get to the MH today?
2. How long did it take you to get here?
3. Did you have any obstacles to arrive? Which ones?
4. What have you learned at the MH?
5. Do you want to continue to participate?
6. What would you like to learn in the future?
7. Would you work in this group again?
8. What projects would you want to work together on in the future?
9. What can the Moses House do to help with those projects?
10. What can the MH do to improve its work? Its future programs?

Elicitation: At the end, the youths will be asked to choose an artistic medium through
which they will represent the Moses House, and work on it in the room. They will explain
their production. This exercise will help to answer this question, as well as question #4e

Final semistructured interview with the youth’s parent/guardian, and elicitation
using maps

1. Do you think community arts organizations are important in the neighborhood?
Why?

2. Do you think they are important in children’s lives? How so?
3. How do you define art?
4. Do you like the arts? Why?
5. What kinds? Why?
6. What materials? Why?
7. Have you had experiences with the arts in the past months?  Where? What kind?
8. What has your child learned from the project at the Moses House?
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9. Would you like him/her to continue participating?
10. What kinds of projects would you like her/him to be a part of?
11. What can community arts organizations can help your child to reach his/her

goals?
12. What classes or programs would you like to see offered at the MH?
13. What can the MH do to improve its work? Its future programs?
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Instruments to Answer Question 2

How do these youth define and experience the role of community arts, and community
arts organizations, in their lives and their neighborhood?

These interviews and focus groups will help to answer other questions (4a, 4b, 4c, 4d),
and other exercises (participant observation (appendix 5, question 4a), imagination and
creativity exercises (appendix 5, question 4b), will, in turn, help to answer this question
too.

Semistructured interview with each participant of the project, and elicitation using
maps

1. How do you describe yourself?
2. What are you good at?
3. What are you not so good at?
4. What is your favorite thing about your life?
5. How is your family composed? Who do you live with?
6. Are you happy?
7. What makes you happy?
8. Do you feel safe? If not, why? If yes, how so?
9. How do you define freedom?
10. Do you feel free to do the things you want to do?
11. Do you think you can move around easily?

If yes, jump to #14

If not,
12. What constraints do you have to do things?
13. What constraints do you have to move around?

If yes,
14. What makes you feel free to do things?
15. What makes you feel free to move around?

All respondents:

16. If you could change something about your life, what would it be?
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17. How could you change it?
18. What do you want to do in the future? Study? Work?
19. How are you planning to obtain your goals?
20. Do you have any obstacles to obtain them?
21. What do you need?
22. What do you already have to be able to achieve your goals?
23. Why do you want to work on this project?
24. What do you want to learn from it?
25. What do you think you can contribute?
26. Do you have a lot of friends? How many?
27. Do you like being with other people?

If yes,
28. Doing what?

If not,
29. Why so?

All respondents:

30. How do you describe Sulphur Springs?
31. What are the good things about it?
32. What are the negative things?
33. What is your favorite place?

Using a map of the neighborhood:

34. Indicate your favorite places
35. What do you do there?
36. Where is your school located?
37. Where do you play?
38. Where do you and your family shop?
39. Locate the best things about this neighborhood on the map
40. Locate the negative things about it
41. What would you change about your neighborhood?
42. What would you like to keep?
43. What do you think you can do to improve your neighborhood?
44. Do you think you can contribute to the improvement of your community through

this project? If so, how?

Using a map of the city:
45. Do you know where Sulphur Springs is located on this map?
46. How do you describe the city of Tampa?
47. What kinds of people live here?
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48. How different are you from those people?
49. How similar?
50. What would you change about the city?
51. What would you keep?

Using a map of the country, and the world:
52. Do you know where Tampa is located on this map (of the world)?
53. How different are you from other people in the country?
54. How similar?
55. Do you think this is a good country to live in? Why?
56. What would you change about the country?
57. What would you keep?
58. How different are you from other people in the world?
59. How similar?
60. Is there another country you would like to live in? Why?
61. What would you change about the world?
62. What would you keep?

First focus group

1. Why do you want to work on this project?
2. What do you want to learn from it?
3. What do you think you can contribute?
4. Tell me about your lives in this neighborhood, do you like living in Sulphur

Springs? Why?
5. How is Sulphur Springs different from other neighborhoods?
6. How is it similar?
7. What do you like about the neighborhood that you would want to maintain?

Using map:

8. What are your favorite places in the neighborhood? Why?
9. Where do you spend most of your time together?
10. What do you do there?
11. And the least favorite place? Why?
12. What do you dislike about the neighborhood that you would like to change?
13. What would you like Sulphur Springs to be like?
14. How do you think you can change the bad things?
15. Do you think you can contribute to the improvement of your community through

this project? If so, how?
16. What rules of behavior do you think we should create for our project?
17. And, if we have a conflict, how could we resolve it?
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First semistructured interview with the youth’s parent/guardian

1. How do you describe your child?
2. What is he/she good at?
3. What are the weaknesses?
4. What is your child’s favorite activity?
5. How is your family? Who do you live with?
6. Is your child a happy child?
7. What makes her/him happy?
8. Is your child safe?
9. How do you define freedom?
10. Is your child free to do the things she/he wants to do?
11. Can your child move around easily?

If yes, jump to #14

If not,
12. What constraints does your child have to do things?
13. What constraints does your child have to move around?

All respondents:

14. If you could change something about your child’s life, what would that be?
15. How can you change it?
16. What do you think she/he wants to do in the future?
17. How can he/she get there?
18. Does he/she have any obstacles to obtain her/his goals?
19. What does he/she already have to achieve them?
20. Why does your child want to work on this project?
21. What do you think she/he can learn from it?
22. Does your child have a lot of friends? How many?
23. Does he/she like to play with others?
24. How do you describe Sulphur Springs?
25. What are the good things about it?
26. What are the negative things?
27. What is your child’s favorite place?

Using a map of the neighborhood

28. Indicate your child’s favorite places
29. What does he/she do there?
30. Where is the school located?
31. Where does your child play?
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32. Where do you and your family shop?
33. Locate the best things about this neighborhood on the map
34. Locate the negative things about it

35. What would you change about your neighborhood?
36. What would you like to keep?
37. Do you think your child can contribute to the improvement of the community

through this project? If so, how?

38. How about the city, do you like Tampa? Why?
39. What don’t you like about it?
40. How about the country, what do you think are the major problems here?
41. What do you like about it?
42. And the world, what would you change in the world?
43. What would you not change?

Final semistructured interview with each participant of the project

1. How do you describe yourself?
2. What are you good at?
3. What are you not so good at?
4. What is your favorite thing about your life?
5. Are you happy?
6. What makes you happy?
7. Do you feel safe? Why?
8. How do you define freedom?
9. Do you feel free to do the things you want to do?
10. Do you think you can move around easily?

If yes, jump to #13

If not,
11. What constraints do you have to do things?
12. What constraints do you have to move around?

If yes,
13. What makes you feel free to do things?
14. What makes you feel free to move around?

15. What is your favorite place?
16. What do you do there?

17. If you could change something about your life, what would that be?
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18. How can you change it?
19. What do you want to do in the future?
20. How are you planning to obtain your goals?
21. Do you have any obstacles to obtain them? What do you need?
22. How do you think you can resolve them?
23. What do you already have to be able to achieve your goals?

24. What did you learn from this project?
25. What did you contribute?
26. Do you think this project changed your life? If so, in which ways?

27. Do you have a lot of friends? How many?
28. Do you like working with other people?
29. Did you make any new friends in this group?
30. Would you like to work with them again?
31. In what kinds of projects?

32. How do you describe Sulphur Springs?
33. What are the good things about it?
34. What are the negative things?

Using a map of the neighborhood

35. Indicate your favorite places
36. Locate the best things about this neighborhood on the map
37. Locate the negative things about it
38. What would you change about your neighborhood?
39. What would you like to keep?
40. Do you think you have contributed to the improvement of your community

through this project? If so, how?

Using a map of the city:
41. Do you know where Sulphur Springs is located on this map?
42. How different are you from other people in the city of Tampa? How similar?
43. How do you describe the city of Tampa?
44. What kinds of people live here?
45. Do you think their relationships are good?
46. What would you change about the city?
47. What would you keep?

Using a map of the country, and the world:
48. Do you know where Tampa is located on this map (of the world)?
49. How different are you from other people in the country?
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50. How similar?
51. Do you think this is a good country to live in? Why?
52. What would you change about the country?
53. What would you keep?
54. How different are you from other people in the world?
55. How similar?
56. Is there another country you would like to live in? Why?
57. What would you change about the world?
58. What would you keep?

Final focus group

1. Did you like this project? Why?
2. What did you learn from it?
3. What did you contribute?
4. Would you like to do something similar again?
5. What other subjects would you like to investigate in the future?
6. Would you want to work together again?
7. Do you want to continue coming to the Moses House?
8. Tell me about your lives in this neighborhood, do you like living in Sulphur

Springs? Why?
9. How is Sulphur Springs different from other neighborhoods?
10. How is it similar?
11. What do you like about the neighborhood that you would want to maintain?

Using map:

12. What are your favorite places in the neighborhood? Why?
13. Where do you spend most of your time together?
14. What do you do there?
15. And the least favorite place? Why?

16. What do you dislike about the neighborhood that you would like to change?
17. What would you like Sulphur Springs to be like?
18. How do you think you can change the bad things?
19. Do you think you have contributed to the improvement of your community

through this project? If so, how?

20. Did our rules of behavior work?
21. Did everyone comply?
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Final Semistructured interview with the youth’s parent/guardian

1. How do you describe your child?
2. What is he/she good at?
3. What are the weaknesses?
4. What is your child’s favorite activity?
5. How is your family? Who do you live with?
6. Is your child a happy child?
7. What makes her/him happy?
8. Is your child safe?
9. How do you define freedom?
10. Is your child free to do the things she/he wants to do?
11. Can your child move around easily?

If yes, jump to #14

If not,

12. What constraints does your child have to do things?
13. What constraints does your child have to move around?

If yes,
14. What makes him/her feel free to move around?

All respondents:

15. What is your child’s favorite place in the world?
16. What does he/she do there?

17. If you could change something about your child’s life, what would that be?
18. How can you change it?
19. What do you think she/he should do in the future? Study? Work?
20. How can he/she get there?
21. Does he/she have any obstacles to obtain her/his goals?
22. What does he/she already have to achieve them?

23. What did your child learn from this project?
24. Do you think she/he would want to do something similar again?
25. Does your child have a lot of friends?
26. Does he/she like to play with others?

27. How do you describe Sulphur Springs?
28. What are the good things about it?
29. What are the negative things?
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Using a map of the neighborhood

30. Indicate your child’s favorite places
31. Where does your child play?
32. Locate the best things about this neighborhood on the map
33. Locate the negative things about it
34. What would you change about your neighborhood?
35. What would you like to keep?

36. How about the city, do you like Tampa? Why?
37. What don’t you like about it?
38. How about the country, what do you think are the major problems here?
39. What do you like about it?
40. And the world, what would you change in the world?
41. What would you not change?
42. Do you think your child has contributed to the improvement of the community

through this project? If so, how?
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4a. Political Consciousness

I used participant observation in every session of the project, focusing the field

notes on the kids’ relationships with others and their sense and expression of moral

values. To evaluate the kids’ relationships with others, the following indicators were

used: Is friendly; is open to different things and people; is excited about visiting new

places; interacts with new or different people; plays with others; is surrounded by others.

To evaluate the sense of morality, I took note and analyzed data for the following

behaviors: Asks for forgiveness when s/he has offended someone; feels bad when s/he

has not been good and tries to make up for it; helps his or her friends; exhibits clear moral

values; respects rules; shares; gets upset when something happens to one of her or his

relatives or friends.

In addition, the kids self-evaluated these behaviors as well, and the interviews

also helped to assess these aspects. These are the items the kids rated in their self-

evaluations at the beginning and at the end of the program:
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Table A1 Political Consciousness, Kids’ Questionnaire 1

Questions Never Rarely Sometimes Most of the
time

Always

I am friendly     
People can
count on me

    

I like to play
with others

    

I like to visit
new places

    

I like to meet
new people

    

I like to be
surrounded by
people

    

I get along
with people

    

I am a good
example for
other children

    

I like to share     
I like to help
my friends

    

I ask for help
when I need it

    

I like rules     
I respect rules     

I feel bad
when I have
not been good
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Table A2 Political Consciousness, Kids’ Questionnaire 2

Questions Strongly
disagree

Disagree Slightly
disagree

Neither agree
nor disagree

Slightly
agree

Agree Strongly
agree

I have a lot of
friends

      

I like most
people I know

      

I know many
different
people

      

In addition, I observed and asked questions about the neighborhood and whether

the kids were interested in improving it. However, because the kids moved out of Sulphur

Springs during our project, and they became part of both neighborhoods, claiming

membership and relationships in both, I decided to discard those observations and

questions, at least those in their self-evaluations, because I could not modify the question

Appendix 3 (Continued)

I like it when
people I know
do good

      

I get upset
when bad
things happen
to the people I
love

      

It is important
to ask for
forgiveness if
I have
offended
someone

      

I feel bad
when I do not
do well
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when they filled out the evaluation, although I did during the initial and the final

interviews and focus groups.
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4b. Stimulation of the Imagination and the Creative Capacity

During the first and second focus groups, the youth were assessed in their ability

to imagine the future. I used the arts in these assessments as well as verbal reports, asking

the kids to choose a medium, one with which they felt comfortable working. They then

thought of the future, and wrote down their ideas of it. Subsequently, they used the

particular artistic medium to represent their ideas, and at the end explained it to the whole

group verbally, indicating any difficulties they experienced in representing it. Their

artistic skills were not assessed. My assumption was that their ideas of the future would

become more sophisticated or more novel every time.

In addition, at the end of each session, students were asked to reflect about the

day, first in an individual written report, then as a group. They answered what they

learned, what problems they found, how they could resolve those problems, and how they

could have avoided them. They thought of a plan to resolve the issues encountered, using

the tools they possessed. They also discussed how their views of the situation being

addressed in the project changed. Then, they shared their thoughts with the group, and

made resolutions to address the problems. The assumption was that the individual and

collective capacity to resolve problems increased in the analysis of their creative

collective work appendix 8 includes the specific questions asked in the daily evaluation).
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These exercises, as well the as interviews, tracked changes in the youths’ critical thinking

abilities, their capacities to recognize and react to collective problems, to identify their

roots, and ways to avoid them, to imagine and produce solutions, and project to the

future.

In addition, during participant observation, I took note of the kids’ behaviors in

terms of: Shows enjoyment while working on solutions to problems; is able to fix

problems; establishes goals; identifies when things go wrong; produces innovative work;

is concerned for the neighborhood improvement; offers to fix problems; offers solutions;

stays out of trouble; talks about self-improvement goals; talks about the future; tries to

improve.

The kids also self-evaluated these areas:

Table A3 Problem-Solving, Kids’ Questionnaire

Questions Never Rarely Sometimes Most of the
time

Always

I can tell
when things
go wrong

    

I can tell
when things
are just right

    

I am able to
fix problems

    

I like to fix
problems

    

If I do wrong,
I know how to
fix it
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Table A4 Imagination, Kids’ Questionnaire

Questions Strongly
disagree

Disagree Slightly
disagree

Neither agree
nor disagree

Slightly
agree

Agree Strongly
agree

I have goals
for the future

      

I have a plan
to reach my
goals

      

I know what I
want

      

I know how
to get what I
want

      

I do not like
to get in
trouble

      

I want to be
better
everyday

      

I want my
neighborhood
to improve

      

I know what I
need to do to
be a better
person

      

I like to
create new
things

      

I know things
can improve

      

In addition, I made observations of the kids’ industriousness and they also

evaluated themselves in this sense. My evaluations included the following indicators:

Asks for help; completes tasks at MH; engages in complex tasks, or adult work; works
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hard to concentrate and produces a great deal; is constantly engaged in work activities; is

able to focus on work for extended periods of time; is able to have a routine; works.

And the kids evaluated themselves in similar ways:

Table A5 Industriousness, Kids’ Questionnaire

Questions Never Rarely Sometimes Most of the
time

Always

I am a hard
worker

    

I like routine     
I like to work     
I do the things
that adults do
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4c. Improvement of Communication Skills - Increment or Reinforcement of Self-

Awareness - Increment or Reinforcement of Self-Esteem

These aspects were tracked down during every session of the project, including

the interviews and focus groups held at the beginning and the end of it, but also through

participant observation and other activities. My observations evaluated the following

indicators for communication skills: Listens attentively to other people; his or her

messages are clear; is convincing in her or his communication; expresses what he or she

wants; speaks his or her mind; thinks before he or she speaks; understands when others

talk to her or him.

The kids’ self-evaluations included the following components:

Table A6 Communication, Kids’ Questionnaire 1

Questions Never Rarely Sometimes Most of the
time

Always

People
understand
when I talk

    

I understand
when other
people talk to
me

    

I like to listen
to what other
people have to
say

    

I say what I
think
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Table A7 Communication, Kids’ Questionnaire 2

To evaluate the self-esteem component, I used the following indicators: Enjoys

being praised for good work; expresses good feelings about him or herself; is not afraid

to engage in complex activities; praises his or her good attributes; is proud of her or

himself; expresses pride in being intelligent; expresses satisfaction with her or his own

looks; seeks beneficial experiences; considers him or herself to be responsible; says that

he or she is smart; talks about his or her own good qualities.

And the kids’ evaluations reflected these areas as well:

Table A8 Self-Esteem, Kids’ Questionnaire 1

Questions Strongly
disagree

Disagree Slightly
disagree

Neither agree
nor disagree

Slightly
agree

Agree Strongly
agree

It is
important
to listen to
other
people

      

Questions Never Rarely Sometimes Most of the
time

Always

I know what is
good for me
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Table A9 Self-Esteem, Kids’ Questionnaire 2

Questions Strongly
disagree

Disagree Slightly
disagree

Neither agree
nor disagree

Slightly
agree

Agree Strongly
agree

I think I am a
pretty good
kid

      

I like the way
I look

      

I like it when
people give
me
compliments

      

In most ways
my life is
close to
perfect.

      

I like my life.       
So far I have
gotten the
important
things I want
in life.

      

If I could live
my life over,
I would
change
almost
nothing.

      

I like the
things I do

      

I feel good
about myself.

      

I feel I'm a
person of
worth
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Table A9 Self-Esteem, Kids’ Questionnaire 2 Cont.

Moreover, I included indicators about their learning abilities and enthusiasm. My

evaluations included these aspects: Asks questions; expresses confidence in

understanding things; desires learning new things; has an inquisitive mind; praises

intelligence or being smart.

The kids’ self-evaluations included the following components in relation to

learning and academic ability:

Table A10 Learning, Kids’ Questionnaire 1

Questions Never Rarely Sometimes Most of the
time

Always

I enjoy
learning from
other people

    

I learn from
other people

    

I am proud of
my life

      

I take a
positive
attitude
toward
myself
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Table A11 Learning, Kids’ Questionnaire 2

Questions Strongly
disagree

Disagree Slightly
disagree

Neither agree
nor disagree

Slightly
agree

Agree Strongly
agree

I want to
learn many
things

      

I am sure that
I understand
things.

      

I enjoy
learning new
things
everyday

      

Table A12 Academic Ability, Kids’ Questionnaire 1

Questions Far Below
Average

Below
average

Average Above
average

Far above
average

How do you
rate yourself
in school
ability
compared
with those in
your grade in
school?

    

How
intelligent do
you think you
are compared
to others your
age
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Table A13 Academic Ability, Kids’ Questionnaire 2

Questions Not
important at
all

Not too
important

Important Quite
important

Extremely
important

Compared to
others your
age, how
important is it
to you to be
able to use
your
intelligence

    

The kids’ evaluations also included a self-efficacy component with the following

indicators:

Table A14 Self-Efficacy, Kids’ Questionnaire

Questions Strongly
disagree

Disagree Slightly
disagree

Neither agree
nor disagree

Slightly
agree

Agree Strongly
agree

I can do many
things

      

I think I can
reach all my
goals

      

I am able to
do things as
well as most
other people

      

In addition, the kids were observed for their ability to evaluate themselves, and

they rated these aspects as well for themselves. The indicators in both cases were whether

the kids could tell when they did things right and wrong.



351

Appendix 6:
4d. Space of Freedom for People to Imagine New Possibilities - Generate Feelings of

a Sense of Place

To assess the kids’ sense of place and feelings of freedom, as well as changes in

their responses to these themes, specific questions were asked during the initial and final

interviews, and the focus groups. In addition, an elicitation exercise was conducted

during the final focus group: The kids were asked to choose an artistic medium through

which they represented the MH. They were asked to explain their ideas and production.

Furthermore, participant observation and the kids’ self-evaluations included

assessments of sense of place indicators. My observations focused on the following

items: Comes to the MH; is extroverted at MH; expresses feelings of happiness at MH;

expresses missing the MH; takes care of MH; participates in MH activities; relaxes at

MH.
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The kids’ self-evaluations focused on the following:

Table A15 Sense of Place, Kids’ Questionnaire 1
Questions Never Rarely Sometimes Most of the time Always

I go to the
Moses House

    

I participate
in the
activities at
the Moses
House

    

I finish my
work at the
Moses House

    

I can be
myself at the
Moses House

    

The Moses
House is safe

    

I feel relaxed
at the Moses
House

    

I feel happy at
the Moses
House
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Table A16 Sense of Place, Kids’ Questionnaire 2

Questions Strongly
disagree

Disagree Slightly
disagree

Neither agree
nor disagree

Slightly
agree

Agree Strongly
agree

The Moses
House
reflects my
personality

      

The Moses
House is one
of my
favorite
places to be

      

I miss the
Moses House
when I am
away from it
for too long,
or when it is
closed

      

There are
better places
than the
Moses House
in the
neighborhood

      

The Moses
House is like
my house

      

I want to help
make the
Moses House
better

      

I know how
to make the
Moses House
better

      

I know my
neighborhood

      

I like my
neighborhood
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Other items evaluated include the kids’ self control and the way others felt about

them. In my evaluations, self-control indicators included: Exhibits self-control; is calmed

and thoughtful.

And the kids’ self-evaluations included:

Table A17 Self-Control, Kids’ Questionnaire
Questions Never Rarely Sometimes Most of the

time
Always

I think before
I act

    

I am able to
control my
actions

    

As for the other’s evaluations of the kids’ behaviors, my evaluations included the

following: Other kids express love for him or her; family members praise her or him.

The kids’ self-evaluations focused on the following:

Table A18 Others’ Appreciation, Kids’ Questionnaire 1

Questions Never Rarely Sometimes Most of the
time

Always

My family
likes me
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Table A19 Others’ Appreciation, Kids’ Questionnaire 2

Questions Strongly
disagree

Disagree Slightly
disagree

Neither agree
nor disagree

Slightly
agree

Agree Strongly
agree

My teachers
like me

      

My neighbors
like me
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Appendix 8: Daily Evaluation

1. Write your impressions about our day, today.

a. What did you learn?
b. What was good about today?
c. What was not as good?
d. How could you help to fix the problems?
e. How could the problems be avoided in the future?
f. Make a little plan to fix the problems found. What would you do, step by

step?
g. Share your thoughts with the whole group
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