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Abstract

Uprooted at the Epicenter: A Bakhtinian Analysis of the Experiences of Adolescents in
an Earthquake-Impacted School

This study examined the voices of adolescents who experienced an earthquake in school.
Recent literature and a preliminary analysis of news clips revealed a predominant reliance
on the official discourse of adults in schools and in the reporting of the Ware earthquake
by mainstream media sources, which overshadowed the unique voices, views, and
understandings of youth and created a “deep gulf” (Landay, 2004, p. 113) between the
languages of adults and the young. As a result, little was known about how adolescents
constructed and communicated natural disaster experiences all the while navigating and
negotiating the interplay of official and unofficial discourses in school. This qualitative
inquiry sought to address these issues by drawing on a branch of discourse analysis—
recognized as discursive psychology (Jorgensen & Phillips, 2002)—and Bakhtin’s (1981)
theory of communication to explore and reveal the ways in which adolescents voiced
their experiences of a substantial transformation in school. An analysis of the youth’s
voices revealed how the adolescents simultaneously ventriloquated, appropriated,
hybridized, and subverted the official language and primarily, constructed an internally
persuasive discourse to communicate their earthquake experiences, and in so doing,
revealed linguistic traces of both the official and unofficial social worlds. Conclusions
show how adolescents construct their voices through dialogical engagements with More
Knowledgeable Others (MKOs), concurrently produce and consume knowledge, and

offer unique, novel, varied, and different perspectives of natural disaster experiences.

vi



Table of Contents

DIEAICATION ...ttt ettt et ettt et e bttt enaee e i1
ACKNOWIEAZIMENLS......cciiiiiiiiieciie ettt et e e e s eeesbeeeebeeesaseeesnseeensseeens v
AADSTTACT ...ttt ettt ettt a e bt e bt e sbe e et e e e vi
LISt O FIGUIES ...ttt et ettt e et e e et e e estaeeessaeessnaeeesseeesnneeesnseeenns X
LSt OF TADIES ...ttt et e X1
Chapter One: INtrodUCTION ........oeeiuiieeiiecieece e et e e e s e e eneeeenns 1
INEEOAUCTION ...ttt ettt et st e s e eeas 1
COMEEXE ettt ettt et at e e bt e e bt e eabt e e e bt e e sabteesabeeesabeeeeaneeas 1
Statement of the Problem...........cocooiiiiiiiii e 11
Research Purpose and QUESHIONS ........ccueeeiiiiiiiieeiiie ettt see e 13
Statement of Potential SignifiCance ..........ccocvuveeiiiieiiiiiii e 13
EPIStEMOLOZY ...vveeeeiiieeiee ettt ettt e e et e e e ae e eraeeenreeens 15
Theoretical Framework ..........coouiiiiiiiiiiii e 15
Summary of MethodolOgY .......cocviiiiiieiiieeeeeee e 17
Research Challeng@es ........cccuvieeiiieiiiieciieecee ettt eee e et e e sree e enree e 23
CRaPLer SUMMATY ...eeecviiiiiieeiee ettt eee et e e st e e et e e essaeeesbeeesseesssseesssaeessseeennses 25
OVerview Of the Chapters .......c.eeeciiieiiiecieece e e e e 26
Definitions 0f Key TEeImS ......cccuiiiiiiiiiiieeciie ettt saee e 26
Chapter Two: Theoretical Framework and Relevant Literature............ccceeeveevciveennnnns 29
INEEOAUCTION ...ttt et ettt st 29

vil



EPIStEMOLOZY ..veeeiieiiieeiie ettt ettt ettt ettt ettt et e e e b e enbeenneeenes 29

Theoretical FramewWork ............coouiiiiiiiiiiiiiiiieeeee e 31
Review of Relevant LIterature ......c..cevuiiierieiirieniieienieceeeeieieee et 56
Definition Of AdOIESCENCE .....c.veiviiriiiiiiiieieeieeteeee et 71
Chapter SUMIMATY .......c.coiiiiiiiiie ettt ettt et sae e beeseaeeseesaeeenseeenns 73
Chapter Three: MethodOlogY ......cccueeuiiiiiiiieiiieieee e 75
OVEIVICW ..ttt ettt ettt ettt b et e b ettt s bt e bt e st e sat et e estesbeebeentenbeenee 75
Research EpiStemoOlOgy .......ccviiiiiiiiiiieieciiee ettt s 75
Research Design and Procedures ..........ooueviierieiiiienieeiieeeeie e 76
Chapter SUMIMATY .......c.ooiuiiiiiiiieeii ettt eee e e s e et eeaaeesbeessseensaesnsaens 103
Chapter Four: The FINAINGS .....c.cooviiiiiiiiieiieieeieee ettt ens 105
OVEIVIEW OF STUAY ...eeiiieiiieeiiteieeee et ettt e st eebeessaeensaesnaeens 105
INErOAUCEION ...ttt ettt ettt 105
Data Collection and Organization.............ccccueerueerieeriienieesiiesieesieesneeseesaeeseesneeeees 106
SUDJECLS ettt ettt ettt ettt et et e e bt e et e e baeenbeenaeeenes 112
Findings: Research QUestion ONe...........cceviieiiiiiiieiiienie ettt 120
Findings: Research QUestion TWO ........cccveiiiiiiiiiiieiieeie et 164
Chapter Five: Conclusions and Recommendations .............ccceeeeeriienieeciienienieeniieeiens 180
OVEIVIEW Of CRAPLET ... .ieviiiiiiiiiieeie ettt ettt e st e e e ssaeesaesaaaens 180
DiSSErtation SUMMATY .........cccuieriieeiiieiieeiienie et eee et e see e e steebeeseaeebaeseaeeseesnseenseas 180
Research Questions: Summary of FINdings ..........ccooieviiiiieniienieiecieeceeeeee e, 180
CONCIUSIONS ...ttt ettt et sttt et s b e bt et sbe e bt eatesaeenbeenees 182
RecOMMENAALIONS ......ooiiiiiiiiriieiieieet ettt ettt 188

viil



Commentary Of the StUAY ......cccveiiiieiiiiiieee e 192

Future Research DIr€Ctions..........cooevieriieiiinieniiiiesteieeesicee et 197

Chapter SUMIMATY .......c.ooouiiiiiiiieeie ettt ste et e s e e teesaaeesbeessneensaesaseens 200

Final ThOUghtS ....oooiiiiieeee e e 200
RELEIENCES ... .ottt 202
APPENdixX A: MY NATATIVE ....eouiiiieiiiiiesieeie ettt sttt et s 217
Appendix B: Pilot Study OVEIVIEW ......ccceeiueriiriiiiiiieniieieeiesiteie et 220
Appendix C: Ware High School Student Demographics..........cccceecverienerienienenieenene. 221
Appendix D: DiScusSion GUIAES ........ccueeruieriieiiienieeiiesie et seeeieeeve e e seeeeeesae s eee 222
Appendix E: Notation Key.......cooeeriiiiiiiiiiiiiieeeeeee e 232
Appendix F: Key Bakhtinian Theoretical Concepts ..........cocceveevierienienierienieneeienenn 233
Appendix G: The Official VOICES .....ccveviiriiiiiriieiieienieeee e 234
Appendix H: A Mosaic of the Unofficial VOICES .......ccceeveriiniininiiiniiiiiieceecee 235
Appendix I: Exemplar Unofficial Hybridizations of the Official Discourse.................. 237
Appendix J: A Juxtaposition of the Official and Unofficial Earthquake Reflections..... 238
Appendix K: Gwen’s Feelings When the Earthquake Struck...........ccccooerieniinennennene. 241
Appendix L: The Spheres of Influence...........ccceeviieiiieniieiieiiicieeeee e 242
Appendix M: Identified Official and Unofficial Spheres of Influence............c..ccen..... 244

X



Figure H1.
Figure H2.
Figure K1.
Figure L1.

Figure L2.

List of Figures

Mosaic of the Unofficial Voices...........oooviiiiiiiiiiiiiiiiin 235
Close-up of the Unofficial Voices M0SaiC............cevviiiiniiiniinnn.nn. 236
Gwen’s Feelings When the Earthquake Struck.............................. 241
Mosaic of the Spheres of Influence....................oooiiiiiL. 242
Close-up of the Spheres of Influence Mosaic.................cooeieieninn.n. 243



Table B1.

Table CI.

Table C2.

Table C3.

Table E1.

Table F1.

Table G1.

Table I1.

Table J1.

Table M1.

List of Tables

Pilot Study OVervIieW. .. ..ooviiiiiii e 220
Ware High School Student Enrollment by Grade........................... 221
Ware High School Student Demographics by Race........................ 221
Ware High School Student Economic Support Data........................ 221
Notation Key....o.ooiiiiii e 232
Key Bakhtinian Theoretical Concepts...........c.covviviiiiiiiiininnennn... 233
The Official VOICES. .. .uvniieii i 234
Exemplar Unofficial Hybridizations of the Official Discourse............ 237
Juxtaposition of the Earthquake Reflections...................coooiiinn. 238
Identified Spheres of Influence.................coooiiiiiiiiiiiii 244

X1



Chapter One: Introduction

“To be means to communicate. Absolute death (not being) is the state of being

unheard, unrecognized, unremembered.”

—Bakhtin, The Dialogic Imagination
Introduction

This study examined the voices of adolescents who experienced an earthquake in
school. This qualitative inquiry drew upon Bakhtin’s (1981) theory of communication to
explore and reveal the ways in which adolescents negotiated, preserved, subverted, and/or
displaced the language of others—particularly the official discourse of the Ware
earthquake—to voice their experiences of a substantial transformation in school (i.e., the
earthquake, subsequent destruction of and displacement from their high school, and
multiple relocations to three different schools over a four-year period; more on this to
follow). Specifically, this research investigated two questions: “How did adolescents
express their experiences of an earthquake in school?”” and “During times of a substantial
transformation, what were the spheres of influence of adolescents in the social context of
the school?”

In this chapter, I introduce the study by first providing an overview of the
research context. This section includes insight into the Ware earthquake, my relation to
its epicenter, and the evolution of this research from a related pilot investigation. In
addition, I address the problems this study sought to address, the research purpose and
questions, and the potential significance of this work. This chapter concludes with a brief
summary of the epistemological and theoretical frameworks and the methodological
approach of this inquiry.

Context



At 1:51 PM on August 23, 2011, a rare 5.8-magnitude earthquake struck the East
Coast sending tremors across the eastern United States (US) and upward into
southeastern Canada. This natural disaster prompted evacuations, forced the first shut
down of a U.S.-based nuclear power plant, and mainly caused structural damage to
highways, bridges, homes, and buildings, including monuments (i.e., The Washington
Monument) and edifices (e.g., The National Cathedral) in the nation’s capital (nearly 100
miles from the epicenter). Moments after the tremors, geologists identified the epicenter
of the earthquake—a quaint central Virginia town—recognized here as Ware.

Ware is a small, rather quiet rural county that became the epicenter of not only an
earthquake in August 2011 but also a media spectacle. The rushed and sudden movement
of news outlets into and coverage of this town was indeed an unusual occurrence for
Ware. Ware is a folksy place where everyone knows everyone, and the majority of the
local residents remain in the area following the completion of high school.

Primarily for days but even years following the earthquake, news reporters
flooded Ware to talk to residents, capture the structural damages, and report the
earthquake story, turning this natural disaster into a media event. The Ware earthquake
story—Ilargely propagated by the news and communicated by adults—is what I
recognized here as the official discourse (Bakhtin, 1981). The official discourse was
energized with photographs of damaged homes and schools in Ware and amplified by
images of the structural disturbances caused by this earthquake beyond the epicenter—
specifically to major tourist attractions, such as the Washington Monument.

Like the rarity of an earthquake to strike the central East Coast, the influx of

reporters to Ware was unquestionably quite unusual. Withal, mainstream media—such as



those that flooded Ware following the earthquake—have long had a dominant influence
on the views and perspectives of listeners and viewers and in social worlds despite
periodic allegations of omissions, distortions, bias, and inaccuracies in reports (cf. Shah,
2012). The unconscious dependence on the news, despite its perhaps occasional
blemishes, compacted with the inundation of the media to my hometown—an area very
rarely covered or of attraction to mainstream outlets at all—sparked my interest in
understanding how the Ware earthquake story had been reported (more on this to follow).

A preliminary analysis of online news footage from minutes after the Ware
earthquake revealed glaring distortions, bias, and inaccuracies in how the official
discourse of the media, in particular, communicated information about this rare East
Coast event. For instance, in one television report—featured on a major news network
that reaches close 100 million households in the US and Canada (Consumer News and
Business Channel, 2017)—a female correspondent amplified and distorted the details of
this event by inquiring about plausible tsunami warnings as a result of the tremors even
though these waves could not have been a byproduct of the Ware earthquake due to the
location of its epicenter and magnitude (Chan, 2011). Another mainstream reporter
predominantly consulted individuals in positions of high authority (i.e., political figures)
for insight into the Ware earthquake as if their descriptions and experiences with the
tremors were the undisputable “truth” (see Chapter 2; Bakhtin, 1981).

Seeing these reports as a native of Ware, [ became quite curious as to how this
earthquake had really impacted my hometown. Specifically, I wanted to hear the voices
and experiences of the 1,500 adolescents (Virginia Department of Education [VDOE],

2016) who I learned had been displaced as a result of the high school—which was also



my high school—being damaged beyond repair and subsequently razed after the
earthquake. My enthusiasm for this work was boosted following the dissection of a
narrative [ wrote about the Ware earthquake.

Through the analysis of this narrative (see Appendix A), I realized that my
position in this earthquake had inadvertently been revealed. This story illuminated that I
was largely on the outside—Ilooking in from the “unreal world”—detached from the real
experiences that those in my hometown had endured because of the earthquake (Tuan,
2001). To Tuan (2001), the “unreal world” is the experience of place when one is away
from home; in the “unreal world,” the progression of real life is halted and out of reach.
Borrowing from the ideas of Tuan, I viewed myself as in this “unreal world”; in this way,
the earthquake was part of my reality, but I was physically quite distant from this event.
With this realization, I became eager to close the distance between this significant
place—being it was my hometown and furthermore, my high school-—and myself. I
viewed my research as a way to attempt to gain insight into a world that was so
instrumental to my being but at the time of the earthquake, so very out of reach.

So in December 2015, I began my journey into this world I was so eager to
understand by conducting a pilot study (for more information, see Appendix B) under
university supervision. During this exploratory inquiry, I found that the earthquake
complicated the educational experiences of the adolescents, bringing uncertainty and
discontent into their daily lives. Among these effects, the students expressed concern
about the future of their education, specifically in regards to where they would attend
school, and if they would ever have the same opportunities in school that they had before

the earthquake. For instance, one student shared how he missed conducting labs in



science class. (Labs were not permitted for safety purposes when the school was housed
in mobile units.) Also, the students expressed fear that the earthquake would strike again.
This fear intensified with the occurrence of hundreds of aftershocks (Shulleeta, 2013),
which have been ongoing and frequent since the 2011 earthquake. Furthermore, the
students attached the earthquake to the school and associated any force of nature—
including the aftershocks and even thunderstorms—to the earthquake and feared these
events were another set of major tremors. In addition, others disclosed a disinterest in
attending any school-sponsored events, such as Homecoming. Due to the space
limitations of the mobile campus, most school-sponsored activities were held at the
middle school, which was a deterrent to these youth because they felt as though they were
“stepping back” by attending one of these events.

Perhaps as a result of the earthquake and the subsequent displacement and
relocations, it also seemed as though the focal youth had lost sight of or confused their
understandings and conceptualizations of a “school” (as in a brick-and-mortar or a
physical structure) or “school” (as in the act or practice of attending school; keeping in
mind that the exploratory study focused on how the youth perceived their school as a
place). The students referred to school in various ways that illuminated distinct
delineations of what school generally was to them. For instance, when asked what school
was like as a place, one participant skipped the whole three years of attending classes in
the pods and talked about the middle school as if the modular system was not a school,
because it was a temporary physically divided structure and did not fit her preconceived
notion or conceptualization of a school, given its inability to offer and provide the same

experiences as her previous spaces of learning.



In terms of academic-related effects, the grades of the students were not impacted,
but the standardized test scores in 8 of the 11 key content areas (including reading,
writing, history, math, and science, among others) declined, and WHS’ overall passing
rate dropped by 48 points (VDOE, 2017). Scores in key content areas—particularly that
of algebra, earth science, reading, geometry, and writing—continued to trail off while the
students attended class in the modular units. During this time, the passing rates of some
subjects (i.e., algebra and geometry) dropped as much as 20 and 30 points, consequently
impacting the accreditation rankings of WHS (VDOE, 2017).

The dip in passing rates aligned with the anxiety the subjects expressed in the
interviews regarding these examinations. The participants shared that they were surprised
they were still held to the same state-ordered education mandates despite the earthquake
and the subsequent hiatus they were forced to take from school. Given that weeks were
lost from school following the earthquake, the subjects felt like they would never be able
to “catch up enough” to be able to perform well on the standardized tests.

When students returned to school after the earthquake, instructional material was
compacted into each day (as the subjects were only attending school three days a week;
more on this to follow) to make sure that the standards were covered before the
administration of the state-mandated assessments. The subjects noticed a decrease in both
assignments and expectations—both inside and outside of class—as most of the time
spent in school was dedicated to instruction, and the days were much longer (8:00 a.m. to
5:00 p.m.). As a result, when students were absent, they missed a lot of content and
consequently struggled to “keep up” with the fast pace of the compressed (as a result of

the earthquake) instructional programs. Thus, for the students, missing time from school



proved to be more difficult than before the earthquake, because the amount of material
they had to catch up on was substantial. Perhaps for these reasons, WHS did not
experience an increase in student absences or tardiness.

Therefore, out of the effects, it seemed as though the students who participated in
the pilot study were mostly impacted by the earthquake-induced disruption to the school
routine. This began immediately following the earthquake when WHS closed their doors
for three weeks. Following this hiatus, students were relocated to the middle school
where space would be shared between the two institutions. For approximately six months,
the high school held classes at the middle school, alternating days with the middle school.
WHS students attended the middle school on Mondays, Wednesdays, and Fridays (and
middle school students had class there on Tuesdays, Thursdays, and Saturdays). While at
the middle school, the school days for both middle and high school students were
increased to nine hours (in contrast to the regular seven-hour days) to accommodate for
the modified schedule and the missed instructional time during the three-week post-
earthquake hiatus.

The youth expressed the exhaustion they felt after every school day when
following this modified schedule. Given that the school days were longer (in duration),
the students were restless, struggled to pay attention in class, and often lost the ability to
focus in late afternoon courses. When on the modified schedule, their last period started
at the time that they would normally be leaving school (3:00 p.m.), which felt very
“foreign” to them, and as a result, they struggled to adjust to the late classes. The long
school days particularly impacted students that were involved in the athletic programs.

With getting out of school at five o’clock in the afternoon and sports practices starting



shortly thereafter, some WHS youth participating in these programs were spending nearly
10 hours a day at school.

Indeed, the WHS student athletes were particularly impacted by the lack of a
brick-and-mortar structure. Immediately following the earthquake, many sports activities
were temporarily suspended. Several weeks after the earthquake, arrangements were
made so sports could continue; for four years WHS borrowed gymnasiums (including a
metal gym from the Federal Emergency Management Agency [FEMA]) and playing
fields from neighboring schools and the wider Ware community (e.g., churches and
county ball fields).

During this time, the adolescents shared how upset they felt after being teased by
opponents who visited their makeshift athletic facilities for sporting events. Some
students from visiting schools even compared the pods to trailer parks. The WHS youth

99 ¢

assumed the teasing was a result of the “limited” “nice” offerings their school could
provide given that it was recovering from an earthquake.

The earthquake-induced displacement of events, activities, and programs that
typically contribute to and infuse students’ attachments, connections (cf. Bonny, Britto,
Klostermann, Hornung, & Slap, 2000; Massoni, 2011; Pooley, Breen, Pike, Cohen, &
Drew, 2007), or proud feelings (cf. Bateman, 2002; Dinham, Cairney, Craigie, & Wilson,
1995) of school made the youth feel as though school itself had literally come to an end.
The subjects indicated that the opening of their new brick-and-mortar school was the
“beginning of WHS,” because after the earthquake, the participants felt they “didn’t have

a place to show that [they were] WHS.” It seemed as though the constant feelings of

temporariness (because of the multiple relocations; more on this to follow), lack of a



cohesive structure, “welcoming or starting point,” and as the subjects shared, the inability
to decorate and make the rented pods “their own” made it difficult for them to identify
with the modular campus (more on this site to follow) even though it was where they
spent most of their high school careers.

Along these lines, the pilot inquiry revealed that the earthquake affected their
feelings of school pride. The detached layout of the classrooms in the modular campus
attributed to the depreciation of school pride. Unlike the connected (brick-and-mortar)
school structures the students were used to, this campus was comprised of 154 reused and
repurposed modules (which included 99 classrooms, a library, cosmetology lab, art room,
cafeteria, weight room, administrative offices, a nurse’s office, and restrooms) that were
spread across the parking lot of the damaged school site. Given the physical division of
the modular campus (the mobile units that affectionately became known as “pod city”)
the students did not frequently see their peers, which impacted their ability to sustain and
create new friendships.

Moreover, as a result of multiple displacements and school relocations, the
students spent a majority of their time in high school feeling disoriented. Move after
move—from the old brick-and-mortar high school, to the middle school, to the pods and
then finally to the new school, all over a period of four years—the subjects shared that
with each change in location, they struggled to find their bearings and adjust to the new
spaces. This struggle manifested in a state of perpetual confusion, and most of the
subjects never felt settled in any of their schooling environments including the new

school that they attended for one academic year before graduating. Too, the students



conveyed a sense of fatigue as a result of the frequent moves and persistent
displacements.

Following the earthquake, the subjects noticed that all school-related events and
activities began to revolve around the potential occurrence of another earthquake or even
a severe aftershock that would prompt an evacuation. For instance, one participant shared
that before taking the Scholastic Aptitude Test (SAT), the proctor told the students what
they would do if an earthquake or severe aftershock occurred during the exam as if it was
part of the assessment directions. Through such instances, it was evident that the
earthquake had shaped the way school-related events took place, and the intermittent
aftershocks served as a reminder of the importance of being prepared should another
force of nature strike again.

Here it is also important to note that out of the pilot participants, some subjects
were impacted more than others. For several months following the earthquake, WHS
students brought different stressors from home to school as a result of some houses being
so severely damaged that they were deemed inhabitable and other residences only being
mildly impacted. Following the earthquake, displaced students were living elsewhere—
mostly with relatives—while their parents or guardians coordinated with FEMA so the
damages could be repaired and they could return to their places of residence. Ware
County emergency services and local churches also assisted families with temporary
housing. The variance in how the young were affected by the earthquake evoked an
inclination for the students to be sensitive to others, not knowing their situation, and

careful about how they talked about this rare event of nature with their peers.
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After discovering the impact on WHS students in the exploratory study, I began to
wonder why the voices of the Ware youth and specifically the high school students who
had lost their school to the earthquake had been silenced in the official discourse—
propagated by the media and other adults. This imbalance in the media reports stimulated
this inquiry, which primarily sought to discover, examine, and amplify the voices of the
WHS adolescents.

Statement of the Problem

Existing research has identified “alien” or foreign languages (Bakhtin, 1981; see
Definitions of Key Terms)—as the dominant discourse of secondary schools (Delpit,
1995; Heath, 1983; Landay, 2004). The dominance of “alien” languages in secondary
schools positions this discourse as authoritative and creates a “deep gulf” (Landay, 2004,
p. 113) between the official (adult) and the unofficial discourses (of youth) in this social
context. Withal, we know little about how adolescents navigate and negotiate the
interplay of these distinct and arguably inequitable discourses particularly when a
substantial transformation has been experienced in school.

When thinking about Bakhtin’s (1981) recognition of language as “ideologically
saturated” (p. 271), an understanding of how youth negotiate, mimic, sustain, subvert,
and/or displace official worldviews becomes essential. According to Bakhtin and in
particular relation to this research, an assimilation of the official discourse—which
attempts to consolidate, standardize, homogenize, and hierarchize languages; impose one
“correct” version of the truth; and stabilize worldviews—means that the outlooks or
views the youth hold of the earthquake are shaped and influenced by this social group.

This correlation of languages to worldviews demanded a need to understand how youth

11



construct, voice, and perceive their experiences of the earthquake amidst the dominant
adult influences they interact and intersect with both inside (i.e., WHS adults) and outside
(i.e., the media) the school.

In specific relation to the natural disaster literature, few researchers have
uncovered and amplified the voices of adolescents who have experienced an earthquake,
as this study sought to accomplish. In this body of literature, adults—recognized as the
guides of the official discourse in this work—are predominately relied upon for insight
into the natural disaster experiences of youth. The harm of only including the official
discourse is that the voices of the young become buried among the more dominant, and
their unique (Fothergill & Peek, 2015) stance on the world becomes neglected and
overlooked in the literature (Lesko, 1996; Mayall, 2000; McArdle & Manstield, 2007;
Raby, 2007).

Furthermore, the limited body of literature on natural disasters and youth offers
little insight into the communication of adolescents (e.g., see Fothergill & Peek, 2006).
These studies depend on the voices of youth but do not attend to the plausible languages
and social, contextual, and historical factors that shape how they describe and perceive
their experiences. Thus, how the voices of adolescents are constructed based on the
interacting, intersecting, and dominant spheres of influences that play a role in their
understandings and the languages they use to communicate these experiences is a
relatively unexplored phenomenon that this research sought to address.

Similarly, there has been a predominant reliance on the official discourse—guided
by media outlets and adults—in the reporting of the Ware earthquake story. The

dominance of the official discourse has overshadowed the unique (Fothergill & Peek,
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2015) voices and views of youth and in essence, created a “monologic” social world with
one truth (Bakhtin, 1981)—the official perspective—of the Ware earthquake. This is
concerning particularly when thinking about how language shapes worldviews (Bakhtin,
1981), and the discourse of the media is dominant, influential, and can sometimes include
omissions, distortions, and erroneous reports of information (cf. Shah, 2012). This work
sought to address the predominant reliance on the official discourse by uncovering the
voices unheard and in so doing, possibly revealing a “heteroglossic” social world
(Bakhtin, 1981)—the ideal condition for Bakhtin—where multiple worldviews and
perspectives are recognized and acknowledged.
Research Purpose and Questions

For these reasons, I studied the voices of adolescents who experienced an
earthquake in school. This research drew upon Bakhtin’s (1981) theory of
communication to explore and reveal the ways in which adolescents negotiated,
preserved, subverted, and/or displaced the language of others—and particularly the
official discourse of the Ware earthquake—to voice their experiences of a substantial
transformation in school. Specifically, this inquiry investigated two research questions:
“How did adolescents express their experiences of an earthquake in school?”” and “During
times of a substantial transformation, what were the spheres of influence of adolescents in
the social context of the school?” This study attempted to reveal the voices unheard by
uncovering and providing insight into how these youth communicated and viewed this
rare experience of nature.

Statement of Potential Significance
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By using Bakhtin’s (1981) theory of communication as a framework, this research
provides insight into how the voices of youth—who have experienced a natural
disaster—are constructed. Recall that a review of the literature revealed that studies
highlight the stories of the young but neglect to understand the kinds of communication
youth use to describe their natural disaster experiences. This study sought to address this
unexplored phenomenon in existing natural disaster research on youth.

Additionally, this inquiry uncovers what Bakhtin (1981) considered the ideal
condition—a heteroglossic social world—where “real language lives” (p. 292). By
exposing a multiplicity of views of the Ware earthquake instead of just the monologic—
as has been largely propagated by the media—this research provides a different, new,
and/or varied way of thinking about the earthquake. This revealing of the communication
of youth helps protect against any potential stagnation or rigidity in monologic ways of
thinking about this rare East Coast event (Bakhtin, 1981; Morson & Emerson, 1990) and
in so doing, uncovers a novel discourse or view of the Ware earthquake.

Lastly, this study contributes a mode of data representation, organization, and
analysis to the literature and potentially influences others to “revisit and rethink research”
(Green & Luke, 2006, p. xii) by engendering their own innovative approach. As Shields
(2007) acknowledged, “There is a tendency among researchers . . . to rely heavily on
prepackaged prescriptive programs purporting to be ‘best practice’ and to ignore the
tensions and complexities of the educational landscape” (p. 1). Bakhtin, among other
scholars (e.g., Deleuze & Guattari, 1990/1995), have offered researchers ways to
reconsider traditional research practices that assume a single, predefined, and ready-made

approach is “adequate for capturing and telling the truth about the world and the people
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within it” (Lensmire, 1997, pp. 369-370). When in reality, traditional practices engender
restrictions—bounding, rooting, and confining data in a way that forges opportunities for
analysis—essentially just creating knowledge that mimics that which already exists.
Through this inquiry, I sought to contribute, reveal, and document new understandings
and in so doing, also provide a unique method for data organization, representation, and
analysis for qualitative work by eschewing prosaic methods and representing data in the
form of mosaics.
Epistemology

This work hinged on the epistemological assumption that meanings of reality are
actively and collaboratively constructed by, for, and between members of a discursively
mediated society (cf. Hruby, 2001). This belief lies upon certain worldviews related to
the philosophical backgrounds of social constructionism. This epistemology framed this
research to understand how adolescents construct and communicate their views of reality
through language. In line with social constructionism, my intent was to examine the
social practices of WHS adolescents to explore how the youth voice their earthquake
experiences.
Theoretical Framework

In this research, Vygotsky’s ideas served as an essential underpinning to the
theoretical foundation of this inquiry; specifically, there were five ways in which I drew
on Vygotsky to help inform this work. Foremost, Vygotsky (1986) viewed language as
the primary means of communication and language development as a socially situated
process. Along these lines, Vygotsky identified that the young were dependent on adults

for the development of language. In addition, Vygotsky viewed More Knowledgeable
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Others (MKOs; including parents, guardians, principals, and technology, among others)
as scaffolds in the mental and linguistic development of students. Lastly, Vygotsky
viewed speaking and thinking as ways of understanding and interacting with experience
(Wertsch, 1985). In this way, social interactions allow interlocutors and particularly the
young to put words to and thus communicate their experiences in linguistic forms.

This work was informed by the ideologies of another seminal theorist named
Mikhail Bakhtin who, like Vygotsky, was interested in understanding the problems of
thought and language. As will be discussed in more detail in the subsequent chapter, both
Vygotsky and Bakhtin lived through the hardships and upheavals of the pre-
Revolutionary Russia, Russian Revolution, and Stalinist periods. Given the totalitarian
society in which they both dwelled, Vygotsky and Bakhtin faced similar roadblocks when
attempting to publish their works. In fact, some of Vygotsky and Bakhtin’s most
influential pieces were met with skepticism and as a result, were not published until many
years after they were initially written.

In one of these works, Bakhtin (1981) offered a conceptual and theoretical toolkit
for disentangling the complexities of the social world(s) of adolescents. Bakhtin’s theory
of communication provided ways for uncovering and understanding the interactions and
intersections of adolescent speakers with and in their social worlds and shed light on the
manners in which the utterances and worldviews of youth, as a result of their experiences
and plausible influences in these contexts, are constructed. Specifically, this study drew
upon Bakhtin’s understanding of discourse to reveal and explore the ways in which

adolescents negotiated, preserved, subverted, and/or displaced the language of others—

16



and particularly the official discourse of the Ware earthquake—and voiced their
experiences of a substantial transformation in school.
Summary of Methodology

Epistemology and method. Through this work I sought to follow Bakhtin
(1981)—who viewed diversity as the foundation for life (cf. Shields, 2007; more on this
in the next chapter)—by creating an empirical space of divergence that exists alongside a
dominant sphere of research that perpetuates conventional forms of investigation,
analysis, and ways of thinking. In so doing, I moved away from traditional research
practices such as case studies and coding and instead sought to “revisit and rethink
research” (Green & Luke, 2006, p. xii), from the margins (Cheek, 2004). Thus, in this
study, I drew on ideas from a qualitative inquiry branch of discourse analysis—
recognized as discursive psychology (Jorgensen & Phillips, 2002)—that does not
rigorously conform to the boundaries imposed by prosaic methods and in so doing,
utilized an unique analytical method and mode of data representation to uncover the
multiple and various ways in which adolescents voiced their experiences of an earthquake
in school.

Social context. The social context of this work was WHS, a public institution in
central Virginia. This high school was selected as the research site because in August
2011, the town in which this school is situated—a once-assumed seismically serene
region—became the epicenter of a 5.8-magnitude earthquake. This earthquake was felt
by tens of millions of people up and down the East Coast (Green et al., 2015; Horton,
Chapman, & Green, 2015) and fortunately was non life-threatening—mostly causing

structural damage to the central-eastern region of the US.
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A major part of the destruction, experienced near the epicenter, was to the school
system. The damage to the public schools in Ware County totaled approximately 75
million dollars (Shulleeta, 2013). Two of the six institutions in this system—the research
site (the sole high school in the county) and an elementary school—were damaged
beyond repair and razed as a result. The high school was subsequently rebuilt and
reopened in the same general site but was located a greater distance from its secondary
road frontage, which allowed for the simultaneous construction of the new building while
the mobile units, situated on the orignial site of WHS, were temporarily used as the high
school.

This study looked at the research site, WHS, as a “contact zone” (see detailed
definition in Chapter 2; Bakhtin, 1981, p. 345). In borrowing from Bakhtin (1981), a
contact zone is a rich complex place of struggle among various diverse discourses. In
schools such as WHS, students interact with a variety of official and unofficial
discourses. These languages are physically positioned both inside (i.e., WHS adults)—
and given the current digitally connectivity and media-saturation of our social worlds (cf.
Abbiss, 2013)—also outside the school (i.e., mainstream media). The discordance that
results from the interplay of various discourses in the contact zone of the school
essentially positioned WHS as a permeable place of conflict and tension of distinct
worldviews. This study was interested in understanding how adolescents negotiated the
various entangled languages and perspectives within the social context of their school to
communicate their experiences of a substantial transformation in this setting.

Subjects. Given the focus of this inquiry, the primary subjects were youth, who

were also recognized here as the speakers of the unofficial discourse. The identification
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of the specific research population was informed by the pilot study. Current WHS
students—who were in the middle school in August 201 1—were included in the
exploratory study which revealed that instead, the larger inquiry should solely focus on
students who were actually in the high school when the earthquake struck. Thus, for this
work, WHS graduates of the 2014 and 2015 classes were targeted as these students were
attending the high school during the earthquake.

Secondary sources included proponents of the official discourse—professionals or
individuals in positions of authority or of an older age group, which in this case were
adults. Adult members of the media and power structures (i.e., schools), in particular,
were viewed as agents or mediums of and for the official discourse. Specifically, WHS
administration and staff and reporters who broadcasted stories about the earthquake were
utilized as secondary data sources. Collecting the utterances of adult participants
provided insight of the official language, which, in turn, informed the analysis of the
adolescent data that sought to identify the ways in which the youth negotiated, preserved,
subverted and/or displaced the discourse of others—and particularly that of the official
social group—to construct and voice their earthquake experiences.

Data collection. The data collection techniques in this study included drawings, a
media discourse analysis, and discussions. The main objective of the discussions was to
capture the utterances and explore the spoken language the adolescent and adult subjects
used to describe the experience of the earthquake. Drawings were utilized to help guide
the discussions with the adolescents. In addition and specifically in an effort to gain an
in-depth understanding of the official discourse outside the school, media reports of the

Ware earthquake were examined (more on this to follow). Through the documentation
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and analysis of news footage, I compiled a list of the utterances utilized to describe the
occurrence of the Ware earthquake. The data gleaned from the adults were juxtaposed
with the voices of the Ware youth to uncover traces of the adult discourse and how the
adolescents’ conceptualizations of the earthquake were engendered and the official
conceptualizations were maintained.

Data organization and analysis. One major goal of this study was to employ a
unique and unofficial (Bakhtin, 1981) analytical method to discover the multiple and
various ways in which adolescents voiced their experiences of an earthquake in school. In
keeping with this objective, I created an analytical approach using the data collected from
the youth involved in the pilot investigation and a clip of a north-central East Coast
mainstream news report on the Ware earthquake. Using these two sources, I conducted a
preliminary examination of the data through a Bakhtinian (1981) lens and formulated the
following steps and tools (i.e., Tables 1, 2, and 3 and analytical memos) which were used
to guide the analysis.

The analysis began by transcribing the audio data from the selected media clips
and the recorded conversations with the adult and adolescent subjects directly into Table
1 (one per participant). This table was comprised of the numeric identifier (i.e., the first
letter of the speaker’s pseudonym and the conversational turn); the collected utterances;
and my initial reflections, hunches, reactions, and questions in regards to the data.

Following transcription, Table 1 was read line-by-line. This initial reading
involved identifying both utterances deemed interesting, important, or particularly
noteworthy based on their alignment to the focus of the proposed investigation and

Bakhtin’s (1981) theory of communication.
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After this initial reading, the selected data were split between analytical memos
and Table 2 for a second and closer analysis of the utterances. The main purpose of the
analytical memos was to include my thoughts, inquiries, and understandings of the data
in light of the examination of the utterances, research questions, and study purpose. In
tandem with the creation of the analytical memos, Table 2 was populated to conduct a
deep and individual examination of the utterances of each participant.

To allow for a more thorough analysis, the collected utterances in Table 2 were
read again, and excerpts considered less interesting, unimportant, or irrelevant were
removed. Additionally, data that included more than one idea were rechunked or
separated based on demonstrated completions of thought. In Table 2, there were four
areas of analysis: selected or chunks of utterances and corresponding initial reflections
(bolded and jotted in Table 1); topic and intention (i.e., the subject of the utterance and
rationale behind why the language was constructed; Bakhtin, 1981); worldviews; and
social, contextual, and historical factors (adolescents only).

Following the population of Table 2, the data included here were dropped into a
different table, named Table 3. With this step, there was an additional and collective
reading of the utterances. As before, this reading involved removing data deemed less
interesting, unimportant, or irrelevant and rechunking the utterances based on
demonstrated completions of thought.

The main intent behind Table 3 was to cluster the official utterances (in one
workbook) and group the unofficial communication together (in another workbook). In
other words, each Table 3 (there were two in sum, one for each focal social group)

answered, “What was the official discourse?” and “What was the unofficial discourse?”
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Table 3 was comprised of six elements: topic and intent (pulled from Table 2), utterances,
key themes/trends (similar worldviews and content expressed by speakers of the same
social group), other notes (new or previously generated ideas from Table 2), voice (s;
more on this to follow), and the name of the speaker.

Additionally, in Table 3, data excerpts were highlighted (using the styles listed in
the key) to indicate the type of discourse demonstrated in the adolescents’ utterances.
This step involved juxtaposing the youth’s utterances to the communication of the adults;
in this comparative analysis, excerpts were identified as a ventriloquation, appropriation,
hybridization, creation, or resistance. The main focus of this data contrast was to identify
where, when, and how impressions of adult voices were evident and not apparent in the
unofficial discourse.

The understandings—gleaned from the individual examinations and collective
juxtapositions of the adolescent and adult data—were noted in analytical memos
throughout the entire analysis process. The memos were used to help create mosaics—as
a form of data representation—and guide the reporting of the research findings.

Data representation. Relevant data excerpts were electronically arranged (in
Coggle, a mind-mapping web application; Phillips, 2006) as a map. One map (which will
be called a mosaic; more on this to follow) was created per research question (comprising
a total of two maps). In alignment with the study inquiries, one map showed how the
adolescents communicated their experiences of an earthquake in school. Specifically, this
map illustrated the ways in which the focal youth preserved, negotiated, displaced, or
subverted the official discourse of the Ware earthquake and voiced their experiences of a

substantial transformation in school.
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An additional map was created to answer the second research question. This map
showed the groups that were influential in the ways in which the focal adolescents
communicated their experiences of a substantial transformation in school. Additionally,
this map depicted the utterances, words, or languages of the adolescents and when (i.e.,
the act of communication) footprints of other social groups were evident.

The maps are referred to here as mosaics (cf. Shields, 2007) based on their
resemblance to the mutual existence, intersection, and interaction of multiple languages,
perspectives, and worldviews (Bakhtin, 1981). Mosaics—pictures or designs of closely
arranged, small, and colored pieces of concrete material—are similar to the social worlds
described by Bakhtin (1981). In mosaics, multiple, fragmented, and colorful elements are
arranged that together depict and represent a comprehensive picture. In the same way,
through a Bakhtinian lens, social worlds are comprised of various, diverse, and hued
languages and perspectives that intersect and interact to form and illustrate new
discourses and worldviews. The description provided by Shields (2007) of the interplay
of multiple languages as a mosaic influenced my gestation to utilize this nontraditional
image to represent the communication and experiences of the focal youth.

Research Challenges

This inquiry presented a number of challenges. First, my affiliation with the study
context could be considered a challenge. Given the small-town culture in which WHS is
situated, I already knew (prior to this work) school board members, teachers, and
administrators in the local education system where this study took place. My pre-existing
relationship with the WHS staff and school board could be viewed as a benefit and

disadvantage to the study; for instance, these connections may have eased participant
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accessibility for recruitment and data collection purposes but also affected my judgment.
In light of these plausible limitations, I worked closely with the focal youth (e.g.,
verifying transcriptions from the audio recordings) to help ensure accuracy in the
reporting of the study results.

Another limitation germane to the context of the study is the applicability of
findings to other populations and social contexts. Recall that the research site, WHS, is a
rural school that is located in a small quaint town. WHS serves approximately 1,500
learners (VDOE, 2016) and is comprised of mostly White (71%) students (U.S. News and
World Report, 2016). So while the study intent was to present an in-depth examination of
the communication of adolescents who experienced an earthquake in school, its
application to other contexts may be limited. Thus, takeaways from this research must be
considered under the unique circumstances of WHS.

Thirdly, it could be argued that the passage of time since the earthquake presented
a challenge to this research. Given that the earthquake occurred in 2011, it could be
assumed that the participants may have struggled to vividly recall and share their
experiences; however, I did not find this to be an issue during the pilot study or the larger
research initiative. Nevertheless, this plausible shortcoming was addressed in this study
by providing the adolescents with more than one opportunity to recall and express their
experiences—specifically through drawings and a series of discussions (Seidman, 2006).
In addition, during the discussions the youth were shown media clips to assist their
recalls (Stoller, 2013) of this event (more on this to follow).

In addition, a word of caution is in order given the Bakhtinian (1981) framing of

this research. As Shields (2007) recognized, the terminologies offered by Bakhtin are
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“iterative, almost repetitive, and conceptually inseparable” (p. 6) in that Bakhtin is
unsystematic in his usages of the words utterance, discourse, language, and voice to
provide a few examples. At times and in his writings, Bakhtin interchangeably utilized
terms that hold diverse meanings, such as word and utterance, and withal, did not offer
any concise definitions of his concepts or theories. This has led some educational
researchers to be criticized for misapplications of Bakhtin’s ideas (Matusov, 2007).
Therefore, in using Bakhtin’s ideologies and concepts to inform this work, I treaded
cautiously and attempted to address any plausible confusion that may arise in the
subsequent chapter. Here, I provide detailed delineations of how I understand and use
Bakhtin’s theory of communication based on an in-depth review of literature germane to
his work.

Lastly, Bakhtin (1981) suggested that as the researcher, I had a role in this study.
According to Bakhtin, speakers anticipate the response of the other interlocutor and
modify and shape their utterances based on this assumption and other contextual factors,
such as who is part of the discussion and where it is taking place. With this notion,
Bakhtin suggested that my participatory role in this research could have influenced the
form and content of the subjects’ responses.

Chapter Summary

This chapter provided an overview of this study which examined the voices of
adolescents who experienced an earthquake in school. Specifically, this inquiry drew
upon Bakhtin’s (1981) theory of communication to explore and reveal the ways in which
adolescents negotiated, preserved, subverted, and/or displaced the voices of others—and

particularly that of the official discourse of the Ware earthquake—and expressed their
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experiences of a substantial transformation in school. This study pursued two research
questions: “How did adolescents express their experiences of an earthquake in school?”
and “During times of a substantial transformation, what were the spheres of influence of
adolescents in the social context of the school?” to reveal the voices unheard and uncover
how the focal youth constructed, voiced, and viewed this rare experience of nature.
Overview of the Chapters

This work is comprised of five chapters, including the present. The subsequent
chapter provides a review of the epistemological and theoretical frameworks, literature,
and definitions germane to this dissertation inquiry. The third chapter details the methods,
including the research question, design, and procedures. The fourth and fifth chapters
respectively discuss the study findings, conclusions, and recommendations.
Definitions of Key Terms
Adolescence: Knowledgeable sources who represent a unique perspective and vantage
point of the world (for a detailed explanation of the delineation of this term, see Chapter
2).
Alien language: A language that is foreign to the speaker (Bakhtin, 1981).
Appropriation: The maintenance of the official discourse (Bakhtin, 1981).
Authoritative discourse: A type of speech that is monologic in nature, recited, official,
undisputable, mainstream, and powerful (Bakhtin, 1981).
Centrifugal forces: Open and dialogic forces that constructively attempt to create
instability by encouraging reflection, creativity, agency, change, growth, and the making

of meaning (Bakhtin, 1981).
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Centripetal forces: Monologic forces that seek to position other discourses around it and
pull interlocutors towards the center (Bakhtin, 1981).

Curriculum: A substance, process, or experience of education (Pinar, 2006).

Dialogue: The engagement of two or more voices with different points of view (Bakhtin,
1981).

Discourse: A single language (Bakhtin, 1981).

Displacement: The extraction and use of a language or perspective of another social
group.

Generic stratification: The ways in which a speaker demonstrates linguistic shifts based
on the act of communication (for a definition of stratification, see below and Chapter 2;
Dyson, 1993).

Heteroglossia: The fusion of multiple languages and perspectives (Bakhtin, 1981).
Hybridization: The blending of two stratified languages that were previously
disconnected (Bakhtin, 1981).

Instruction: The method or way of carrying out the experience of education (cf. Pinar,
2006).

Intention: A linguistic force of stratification and differentiation (Bakhtin, 1981).
Internally persuasive discourse: A subversion of the official discourse (as a resistance
or a creation) or a negotiation and displacement of the official discourse (as a
hybridization; Bakhtin 1981).

Language: The ordering and usage of linguistic signs and symbols (e.g., words) to
communicate (Bakhtin, 1981).

Monologism: A single-ideal consciousness (Bakhtin, 1981).
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Natural disasters: Nature-made, powerful, and uncontrollable beings that move products
of nature.

Negotiated, preserved, subverted, and displaced: A hybridization, appropriation or
ventriloquation, and resistance or creation of language; the different ways in which
interlocutors engage and interact with languages.

Social stratification: The different ways in which social groups communicate (Dyson,
1993).

Social world: The context in which interlocutors live (Bakhtin, 1981).

Sphere of influence: A social group that has their own means of communication or
language (Bakhtin, 1981).

Stratification: The grouping of various languages with distinct vocabularies, intentions,
and conceptualizations (Bakhtin, 1981).

Tone: An attitude expressed through the diction, conveyed perspective, and choice of
language of a speaker.

Truth: The contestation of a previously held idea that has the potential to inflict change
or a shift in view or perspective of this prior notion (Bakhtin, 1981).

Utterance: A value-laden oral or written unit that links larger, ongoing chains of
communication and demonstrates a completion of thought (Bakhtin, 1981; Shields,
2007).

Ventriloquation: A mimicking and preservation of the official discourse (Bakhtin,
1981).

Voice: An expression of the speaker’s overall perspectives, attitudes, intentions, and

points of view of the world (cf. Wertsh, 1991).
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Chapter Two: Theoretical Framework and Relevant Literature
Introduction

In alignment with the overarching purpose of this research—to examine the
language of adolescents, I sought to explore and reveal the ways in which youth
negotiated, preserved, subverted, and/or displaced the voices of others—and particularly
the official discourse of the Ware earthquake—and communicated their experiences of a
substantial transformation in school. This inquiry was guided by two research questions:
“How did adolescents express their experiences of an earthquake in school?”” and “During
times of a substantial transformation, what were the spheres of influence of adolescents in
the social context of the school?” This study attempted to reveal the voices unheard by
uncovering and providing insight into how youth constructed, communicated, and viewed
this rare experience of nature.

The current chapter expands upon the epistemological and theoretical
frameworks, literature, and concepts introduced in the first chapter. The following
literature review is preceded with an overview of social constructionism and then
transitions to a discussion of the ideologies of Vygotsky and Bakhtin that served as the
guiding theoretical foundations of this work. Additionally, this chapter provides a
description of voice and how this concept has been explored in the literature and
specifically in research germane to natural disasters and education. This chapter
concludes with a review of Bakhtinian studies on youth and how adolescence is defined
in this work.

Epistemology
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This study hinged on the epistemological assumption that meanings of reality are
actively and collaboratively constructed by, for, and between members of a discursively
mediated society (cf. Hruby, 2001). This belief lies upon certain worldviews related to
the philosophical backgrounds of social constructionism. This epistemology framed this
research to understand the interplay of communication with constructed knowledge or
views of reality. In line with social constructionism, my intent in this work was to
conduct an in-depth examination of the social practices of WHS adolescents to explore
how these youth voiced their earthquake experiences.

Social constructionism has been attributed to Kuhn (1962) and Berger and
Luckmann (1966; e.g., see Hruby, 2002). For Kuhn, “Knowledge is intrinsically the
common property of a group or else nothing at all” (p. 210). In this way, Kuhn
conceptualized understandings as a derivative of a society where individuals conjointly
agree about the truth. Comparatively, Berger and Luckmann were concerned with the
nature and construction of knowledge and specifically how understandings emerge and
hold significance for societal members. Berger and Luckmann viewed knowledge as a
construction from the interactions of individuals with others in a community.

In social constructionism, the facilitator or medium of truth or social meaning and
understanding is discourse (Kuhn, 1962) and language (Berger & Luckmann, 1966).
Knowledge is a social construct of societies where interlocutors willingly and actively
engage in dialogic, collaborative interactions within their environment to construct shared
understandings and narratives. As language is the medium by which thoughts and
concepts are constructed, interlocutors view the knowledge byproducts of these social

interactions as factual, sound, and essential (cf. Hruby, 2001). Language and discourse
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precede understandings and facilitate how members of a community experience the
world. Along the lines of social constructionism, I recognized language and discourse as
tools for understanding how knowledge is constructed.

Thus, in societies, meaning is not pre-existent or made in isolation but is
unintentionally constructed, not found or discovered, through social relationships or
discussions (Berger & Luckmann, 1966). Some theorists such as Berger and Luckmann
(1966) argued that it is a natural inclination of humans to “construct and inhabit a world
with others” (p. 183). In this way, meaning (and primarily subjective meaning which will
subsequently be discussed) is shared among members of a community. This does not
necessarily mean that understandings are held as an agreement amongst community
members as Kuhn (1962) suggested (cf. Hruby, 2001), but instead that individuals or
groups define, maintain, and revise reality through discussions with others.

Mostly from the thoughts of Berger and Luckmann (1966), society is viewed as
existing both as a subjective and an objective reality in social constructionism. Subjective
realities are constructed through the interactions of individuals with the social world,
which as previously discussed influences societal members in return. This reciprocity
creates a pattern that is reproduced with minimal effort and over time becomes a routine
general collection of knowledge. Once embedded, this body of knowledge is
institutionalized by society and recognized and reproduced through the interactions of
future community members as objective understandings.

Theoretical Framework
This section expands upon the theoretical framework introduced in the first

chapter. First, an overview of the similarities between Vygotsky and Bakhtin is provided.
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This discussion is followed by a glimpse of Vygotsky’s biography, how he is recognized
in contemporary spaces, and an identification of the specific Vygotskian ideas that help
inform this work. In addition, this section features a brief biography of Bakhtin and
concludes with an introduction to (more detailed discussion to follow) the Bakhtinian
ideologies and concepts that comprise the theoretical foundation of this inquiry.

Vygotsky and Bakhtin. This work was informed by two seminal theorists, Lev
Vygotsky and Mikhail Bakhtin, whom I believe to be quite similar when thinking about
the paths they followed to recognition, the struggles they faced along the way, and their
theoretical contributions. Foremost, Vygotsky and Bakhtin were interested in
understanding the problems of thought and language and followed similar courses in life.
Born only one year apart, Vygotsky and Bakhtin were both from Russia. Vygotsky spent
most of his life in Moscow, and as will subsequently be discussed in more detail, like
Bakhtin, Vygotsky was a preeminent member of an influential network (Kubli, 2005).
This group—recognized as the “Vygotsky-Luria Circle”—was comprised of scholars
from various fields including education, psychology, medicine, and physics that thrived
in the Soviet Union from the 1920s to the 1940s (Davydov, 1995; Kubli, 2005).
Collaboratively, the young scholars of the Vygotsky-Luria Circle formulated novel
theories that predominately contributed to the expansion of knowledge in the field of
psychology.

In further similarity to Bakhtin, Vygotsky lived through the hardships and
upheavals of the pre-Revolutionary Russia, Russian Revolution, and Stalinist periods.
Given the totalitarian society in which they both dwelled, Bakhtin and Vygotsky faced

similar roadblocks when attempting to publish their works. Vygotsky’s writings were met
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with skepticism, and as a result, one of his most seminal pieces, Thought and Language,
was not published until after the Cold War which was many years after it was initially
written and following his death in 1934 (Davydov, 1995).

Biographical context: Lev Vygotsky. Vygotsky’s ideologies began to gain
traction, interest, and excitement in the late 20th century when most of his works became
available to the public. The theoretical contributions of Vygotsky, particular those
germane to child learning and development, have informed contemporary education
reform efforts across the globe (Davydov, 1995). In contemporary spaces, Vygotsky is
recognized as being a literary critic, psychologist, writer, educator, and specifically in the
field of education, an influential theorist for uncovering the ways in which children think
and learn.

Vygotsky’s ideologies served as an essential underpinning to the theoretical
foundations guiding this inquiry. In the following section, five specific ways in which
Vygotsky’s theories informed this work will be described.

Vygotsky’s views of language. The first theory offered by Vygotsky is the view
of language as the primary means of communication. This relation of language to
communication was pivotal to this research which sought to identify the ways in which
youth used language to voice their experiences. According to Vygotsky, language is
“man’s greatest tool; and so it should be seen precisely as a tool, that is, as a means for
communicating with and extracting from the outside world” (Emerson, 1983, p. 252). In
this way, language is an essential social medium for interacting, communicating ideas
and thoughts, and sharing wisdom with the world (Vygotsky, 1978). Furthermore, for

Vygotsky, language is the primary way for the young to communicate with other youth
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and adults. Along these lines, Vygotsky argued that language was the most essential tool
for gaining insight into the collective understandings of a social community and that the
young, in particular, could be taught the knowledge of a social group through language
and by interacting with others.

Secondly, Vygotsky (1986) identified language development as a socially situated
process. Vygotsky viewed socialization experiences as essential for developing language
and constructing the mind or thought. As such, Vygotsky emphasized that it was through
social interaction with others in sociocultural contexts that language developed.

Thirdly, Vygotsky (1986) indicated that the young were dependent on adults for
language development. Recognizing this notion was of essential importance to this
research as it sought to illuminate the ways in which adolescents constructed their
communication by drawing on the official language (Bakhtin, 1981) of the adult study
population. Vygotsky viewed language as the vehicle by which adults transmit
information to the young. Thus, Vygotsky believed it was through communication with
adults that a child was able to learn. In fact, Vygotsky stressed that the young were
dependent on social interactions with more mature speakers for assistance in the
development of language and understanding.

In addition, Vygotsky (1986) viewed teachers—historically situated sources of
information—as scaffolds in the mental and linguistic development of students. Within
the context of the school, educators instruct, or in other words guide their pupils’
development of knowledge and stimulation of thinking, using their own insight and that
of sources from “above,” such as the language of textbooks (Kubli, 2005, p. 513).

Vygotsky defined intelligence as the ability to learn from instruction, which suggested a
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need for an individual with greater understandings, such as an educator or what Vygotsky
referred to as a More Knowledgeable Other. It is important to mention that More
Knowledgeable Others could be adults—including parents, guardians, and principals,
among others—and even peers, older youth, and technology. This theory specifically
informed the second research question of this work which sought to reveal the social
spheres of influence in how the youth communicated their experiences of an earthquake
in school.

Lastly, Vygotsky viewed speaking and thinking as ways of understanding and
interacting with experience (Wertsch, 1985). In particular, Vygotsky (1978) argued that
the use of language in social contexts enabled interlocutors to recall, think about, and
translate their experiences. In other words, social interactions allowed interlocutors and
particularly the young to put words to and thus communicate their experiences in
linguistic forms. Specifically, this Vygotskian theory informed the component of this
research that sought to understand the experiences of the focal youth through language.

Biographical context: Mikhail Bakhtin. This section will provide a brief
background of Bakhtin which I viewed as essential—particularly before discussing his
theories that inform this work—because in alignment with Lin and Luk (2005), I believe:

Bakhtin’s greatness cannot be fully appreciated without reading him in light of his

historical and sociopolitical context and in light of how his theories and analyses

provide the greatest hope and insights for others who find themselves in contexts
where ideological and linguistic domination is an everyday reality with which one

must live and struggle. (p. 78)
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Bakhtin’s ability to write and intellectually engage in an ideal world or social condition
with others at a time when he was dwelling in a space much different from the
heteroglossic contexts which he depicted through his works has gained Bakhtin the
recognition as one of the most significant literary theorists of the contemporary world
(more on this to follow). Since his death and subsequent translation of his works in the
1970s, Bakhtin has progressively gained the respect as one of the most prominent
theorists of understandings of social thinking in the 20th century (Hall, Vitanova, &
Marchenkova, 2005; Shields, 2007).

Primarily, this research—as framed through the lens of Bakhtin (1981)—drew on
his work germane to the social situatedness and nature of communication. The theories of
Mikhail Mikhailovich Bakhtin (1895-1975)—a Russian literary theorist, critic, and
philosopher—did not gain much traction in academia until after his death. In
contemporary spaces, Bakhtin is most recognized for the theories and concepts of
language and discourse he developed in response to early Russian formalists and
authoritarians (Hall, Vitanova, & Marchenkova, 2005; Shields, 2007).

At the same time that Bakhtin was writing his seminal works about becoming
liberated from the dominant discourse, he was living under one of the most authoritative
governing powers in Russian history (cf. Lin & Luk, 2005). Not to mention during this
time, Bakhtin was also experiencing the hardships of the early 1900s including World
War II, the Russian Revolution, and Stalin’s Great Purge and dictatorship, among others.
Surely, the world in which Bakhtin (1981) dwelled in Russia was starkly different from

the heteroglossic social contexts described in his works (more on this to follow).
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In the late 1910s, the renowned Bakhtin Circle formed. This circle was a small
group of intellectuals (most notably [other than Bakhtin] Voloshinov) who joined
together based on a shared interest in evading the political and social turmoil in Russia
(Lin & Luk, 2005). During his membership in this group, Bakhtin wrote some of his most
cited works but unfortunately, being part of this circle did not provide him with an escape
from the unrest of the outside world. In fact, his own doctoral dissertation on the French
Renaissance Writer Francois Rabelais was at first denied, given its inclusion of ideas
considered controversial by the authoritative discourses of the time (Lin & Luk, 2005). In
light of the current social context in which Bakhtin lived, he was not allowed to publish
his doctoral dissertation until 1965—almost 20 years after it was successfully defended
(Lin & Luk, 2005).

Bakhtin’s theory of communication. Since its inception, Bakhtin’s (1981) work
has extended its reach beyond just written texts. This augmentation has provided a means
for understanding spoken language or speech and the manner in which social forces
affect language in interaction (cf. Dyson, 1993; Hill, 1986). This work followed this
movement by shifting the theoretical frame provided by Bakhtin away from written texts
to study the social language of adolescents. This turn served as a stimulus for thinking
about the different ways in which the WHS youth navigated and were possibly influenced
by the social groups in the contexts where they dwelled and interacted.

While Bakhtin offered a number of seminal literary ideologies and concepts
through his works, this inquiry primarily drew on Bakhtin’s (1981) theory of
communication. A review of the literature revealed a number of names for this ideology,

including (but not limited to) linguistic theory (e.g., see Morson, 1983) and the theory of
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language (e.g., see Harden, 2000 and Van Lier, 2002). While Bakhtin would purport this
diversity and multiplicity in thought, for consistency purposes and given the focus of this
work on the verbal expressions of youth, Bakhtin’s concepts and ideologies will be
recognized here as embodied within his theory of communication.

Specifically, this research was informed by Bakhtin’s (1981) ideologies and
concepts of discourse and voice. In alignment with Bakhtin’s theory of communication, |
viewed all utterances and languages as heteroglossic or multivocal and therefore
perceived the voices of adolescents to be comprised of others besides their own. Using
Bakhtin’s theory of communication and particularly his constructs of discourse guided
the examination of the focal youth’s communication of their experiences of an earthquake
in school. In particular, analyzing the communication of the adolescents through a
Bakhtinian lens uncovered when, how, and if at all, the youth mimicked, subverted,
negotiated, preserved, and/or displaced the discourse of others—and particularly that of
the official language (collected from the media and adult sources)—or relied on an
internally persuasive discourse to voice their experiences of a substantial transformation
in school.

This section explores relevant theoretical foundations in pursuit of two research
questions: “How do adolescents express their experiences of an earthquake in school?”
and “What are the spheres of influence of adolescents during times of a substantial
transformation in the school setting?” This section opens with a discussion of three
concepts fundamental to Bakhtin’s (1981) theory of communication: the utterance, sphere

of influence, and intention. In addition, this review provides insight into Bakhtin’s
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understanding of language and discourse and the roles, influences, and actions of these
constructs in social worlds.

Prior to this discussion, it should be mentioned that the typologies offered by
Bakhtin are related. As Dyson (1993) indicated, the concepts and theories proposed by
Bakhtin are “fluid and fuzzy, intertwined, and complex” (p. 14). Thus, the Bakhtinian
constructs described in this section should not be viewed as isolated concepts—even
though they are described individually—but as ideas that overlap and relate to one
another.

Utterance. At the core of Bakhtin’s (1981) theory of communication is the
utterance. For Bakhtin, utterances are the key tools for understanding the social activity
of humans. Bakhtin described an utterance as a value-laden oral or written unit that links
larger, ongoing chains of communication. Utterances can be sighs, sentences, words, and
grunts among other units of communication that are concrete and responsive to current
social conditions. Utterances are double-sided—a dual representation of a response and
an anticipation of subsequent communication (Hall, Vitanova, & Marchenkova, 2005).
This dialogic aspect of language obscures the typical distinction between a listener and a
speaker insofar that Bakhtin viewed language as a coconstructed byproduct of
communication.

What differentiates an utterance from other modes of communication is the
intention behind it. A unit of communication is an utterance when it is said or written to
another and with a purpose or meaning (Bakhtin, 1981). In other words, the speaker
“must be accomplishing something” (Morson & Emerson, 1990, p. 126) or completing a

thought (Shields, 2007).
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For Bakhtin (1981), all utterances are unique given that at any time and/or place,
social, cultural, historical, and contextual factors can influence the shape or meaning of
an utterance (Orr, 2005). Bakhtin described the path of an utterance from the mouth of a
speaker as a journey. On this course, an utterance is pushed and pulled between the
language of the speaker and that of the other. Prior to being communicated, an utterance
“brushes up against thousands of living dialogic threads” (p. 276). These threads include
centrifugal and centripetal forces which are respectively defined as (and discussed in
more detail later) dialogic forces that constructively attempt to create instability and
monologic forces that seek to position other discourses around it by pulling interlocutors
towards the center (Bakhtin, 1981). Among these threads are current and past intentions
and social, historical, and contextual factors that also shape and are carried by the
utterance. In light of these threads, no one’s words can be considered completely their
own; thus, for Bakhtin, all utterances are not neutral but “overpopulated with the
intentions of others” (p. 294). Therefore, embodied within utterances are multiple
meanings that interact and intersect, creating a rich and dense linguistic entanglement of
conflict and tension (Landay, 2004) that is eventually settled at the moment of
communication (Clark & Holquist, 1984).

Sphere of influence. A sphere of influence is a social group that has their own
language (Bakhtin, 1981). As an example, I will draw on words commonly uttered in
mainstream Greek life (i.e., gender and race-based sororities and fraternities). These
include but are not limited to big, little, pledge, rushing, and passdowns. Someone from
outside the social group of Greek life might take these words to mean large, small, or

possibly not understand their meanings at all. Within the sphere of Greek life,
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interlocutors communicate using these words to describe the traditions and roles of this
social group. Therefore, Bakhtin (1981) would recognize sororities and fraternities as a
sphere of influence (if looking at Greek life as a whole) because they are a social group
that has their own language. For instance, using the word big to mean your older sister
instead of something large is a shared understanding by sorority members and thus is part
of the language of the social group of Greek life. As a result, through a Bakhtinian lens,
sororities and fraternities having their own language positions this group as a sphere of
influence.

Along these lines, Wortham (2001) clearly explained Bakhtin’s (1981) view of
the language of social groups in the following statements:

Speakers inevitably use words that have been used by others, words that “taste of”

or “echo with” the social locations and ideological commitments carried by those

earlier uses. Speaking with a certain voice means using words that presuppose

some social position because these words are characteristically used by members

of a certain group. (p. 50)
In this selected excerpt, Wortham made an important point: Utterances carry the
impressions, traits, and the positions of their social group of origin into the mouths of
speakers who adopt them. As social groups have the ability to affect, shape, and change
the language of another, Bakhtin identified them as spheres of influence. Given their
influence and the correlation of language to worldviews, social groups correspondingly
play a role in a speaker’s construction of understandings (Bakhtin, 1981; more on this to

follow).
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It is important to note that spheres of influence exist within and among one
another (Bakhtin, 1981). Within one social world—defined by Bakhtin (1981) as the
context in which we live—there are multiple and sometimes overlapping spheres or
groups of influence, and some can be more dominant than others. For instance, in the
social world of the school, there are multiple spheres of influence including, but not
limited to, peers, teachers, college recruiters, and administrators. For Bakhtin, ideologies
and social positions, such as those of religion, practice, profession, and so forth, define
social groups, and languages carry with them the “specific flavors” of these spheres
(Wortham, 2001, p. 289).

Intention. Intention is defined here as a linguistic force of stratification (more on
stratification to follow) and differentiation. Put simply, intention is the way in which a
speaker forms an utterance based on both the social groups that they interact and engage
with and the purpose or aim of their communication. To explain one way in which the
intention of an utterance shapes communication, take the example of a teacher utilizing
the student vernacular term player, expressing, “The main character in the story was a
player.” Here the intent of the teacher in using p/ayer—a word associated with the
student discourse—was not to solely describe the character but more so to relate to the
class in a way that engaged and invited them to join the discussion about the story. In
particular relation to this research, analyzing utterances for the intention behind the
communication sought to reveal the reasons why the youth may have expressed the words
of others—and particularly that of the official language—or an internally persuasive

discourse when voicing their earthquake experiences.
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Language. Bakhtin (1981) described language as the ordering and usage of
linguistic signs and symbols (e.g., words) to communicate. For Bakhtin, language is
“never unitary” (p. 288) or homogeneous; thus, one language is always a mixture of
languages (Morson & Emerson, 1990). In this way, Bakhtin recognized that there will
always be more than one voice, and at any time, speakers employ a variety of multiple
and often conflicting languages that reflect a variety of different facets of life.

For Bakhtin (1981), these multiple languages—those of professions, classes,
generations, areas, and ethnic and racial groups among other plausible divisions (Coulter,
1999; Morson & Emerson 1990)—simultaneously coexist. Recall that Bakhtin believed
that societal groups have unique and particular languages which are much more than just
a jargon but a specific way of viewing, perceiving, and evaluating the world. Specifically
for Bakhtin, the languages of various groups reflect their outlooks and beliefs (Morson &
Emerson, 1990) and how they organize the complexity of experience in a rather “messy”
way (Coulter, 1999, p. 6) amongst contextual, historical, and social forces. In particular
relation to this research, one can imagine the number of languages at play at any given
time within the context of a school (e.g., the official discourse of textbooks) and in media
reports (e.g., political figures and government agents).

For Bakhtin (1981), language is a socially regenerated “source of insight”
(Mishra, 2015, p. 75) into the perspectives of the speaker. Language shapes voices
(Wertsch, 1991) and is “ideologically saturated” (Bakhtin, 1981, p. 271) as it also reflects
worldviews. Bakhtin perceived language as the “central means by which we bring our
worlds into existence, maintain them, and shape them for our own purposes” (Hall,

Vitanova, & Marchenkova, 2005, p. 2). In this way, through language speakers construct,
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negotiate, and animate their “epistemological, ideological fibers” (Orr, 2005, p. 56)
which are represented and materialized through language and are therefore, socially
situated. In a reciprocal fashion, these views also influence the languages speakers use to
communicate.

Bakhtin (1981) believed that the “words we speak are never truly new” (Kalman,
2004, p. 254) and identified appropriation as a means for assimilating language from
others. Prior to appropriation, “The word does not exist in a neutral and impersonal
language . . . but rather it exists in other people’s mouths, in other people’s contexts,
serving other people’s intentions” (Bakhtin, 1981, p. 294). In this way, people do not just
find words or derive them independently but instead, pull them from the mouths of others
and as such, carry with them the voices, intentions, and contextual nuances of those who
used them in the past (Kalman, 2004; Mishra, 2015). These factors texturize utterances
which are coalesced with the social context of the speaker and materialized at the
moment of communication.

Bakhtin (1981) described appropriation as an absorption or digestion of the words
of others. Appropriating language involves a struggle on behalf of the speaker with the
prior histories and ideologies embedded within the words pulled from the mouths of
others. Thus, appropriation is not imitating or internalizing a language, but is a process of
assimilation whereby a speaker actively employs the words of others in social contexts
and interactions and with familiarity (Bakhtin, 1981; Hsu & Roth, 2012; Lensmire &
Beals, 1994).

It is important to recognize that not all words can be appropriated (Bakhtin,

1981). According to Bakhtin (1981), “Many words stubbornly resist, others remain alien,
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or sound foreign in the mouth of the one who appropriated them and who now speaks
them” (p. 294). In such instances, the speaker fails or is not able to make the word his or
her own by inserting their own intentions and when communicating their utterances are
mimicked, repeated, superficially understood, and instead these utterances are more
similar to a direct quotation.

Bakhtin (1981) referred to this multivoicedness (Holquist, 1990), or when a word
is partly that of others, as a specialized type of voicing called ventriloquation.
Ventriloquation is the implicit or explicit communication of a speaker through the voice
of another and at times, is acted upon with the motive to achieve some sort of
interactional or social positioning. Through ventriloquation, the speaker carries the
meanings, values, usages, and voices of the contexts in which the words have been
previously expressed plus only superficially understands the mimicked utterances.

As Samuelson (2009) identified, the words that one “chooses to ventriloquate
provide evidence of how their local meanings are shaped by larger institutional contexts”
(p. 53). The ability of ventriloquation to reveal dominant influences in the voices of
adolescents positioned this concept as an effective tool for understanding the discourse of
the focal youth. Specifically, ventriloquation was used in this research to provide insight
into how the utterances of the adolescents were shaped by others and particularly the
official discourse, if at all.

In addition to being appropriated and mimicked, words can also be hybridized
according to Bakhtin (1981). Bakhtin described hybridization as:

A mixture of two social languages within the limits of a single utterance, an

encounter, within the arena of an utterance, between two different linguistic
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consciousnesses, separated from one another by an epoch, by social

differentiation, or by some other factor. (p. 358)

Hybridization is the blending of two stratified languages that were previously
disconnected. Novels (Bakhtin, 1981) and the blending of emojis (e.g., a pig to mean ugly
or a banana to refer to sexual content) with words are two examples of hybridization.

In particular relation to this study, hybridizations were recognized as the blending
of the language of the youth with the official word. Specifically, hybridizations were
identified based on negotiated, displaced, and blended uses of an official word with
understanding and a sense of familiarity insofar that the adolescent speaker did not
convey any hesitation or uncertainty.

Recall that Bakhtin (1981) viewed all speakers as communicators of multiple
social languages and held that the groupings of these various languages with distinct
vocabularies, intentions, and conceptualizations could be identified through stratification.
Bakhtin identified professional and genre stratification as two ways in which language is
grouped by intents, worldviews, and understandings. Drawing on Bakhtin, Dyson (1993)
proposed similar categories for linguistic stratification and referred to the two types as
social and generic. One research inquiry in this work—which sought to identify the social
spheres of influence of adolescents within the context of a substantially transformed
school—aligned with Dyson who proposed a derivative of the stratification introduced by
Bakhtin to understand how children utilized language in one primary classroom. Drawing
on Dyson’s approach, this research attempted to reveal the types of languages and

linguistic acts of adolescents when voicing their earthquake experiences.
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The first of these types, social stratification, identifies the different ways in which
social groups communicate (Dyson, 1993). Bakhtin (1981) explained what is recognized
here—in alignment with Dyson—as social stratification in the following excerpt:

In any given historical moment of verbal-ideological life, each generation at each

social level has its own language; moreover, every age group has as a matter of

fact its own language, its own vocabulary, its own particular accentual system
that, in their turn vary depending on social level, academic institution (the
language of the cadet, the high school student, the trade school student are all

different languages) and other stratifying factors. (p. 290)

For Bakhtin, people of different generations, ethnicity, and race among other divisions all
have a particular social language that can be revealed through stratification.

To provide an example of social stratification, teachers and particularly
elementary educators, often talk “in their own language” in the classroom. Elementary
educators use distinct vocabularies such as “criss-cross applesauce” with the intent of
directing students to sit on the floor in a cross-legged position. Typically, you do not hear
others telling someone to sit “criss-cross applesauce” which makes this language specific
and unique to the professional discourse of elementary educators.

The second type proposed in Dyson’s (1993) Bakhtinian-influenced approach is
generic stratification. Generic stratification identifies how a speaker demonstrates
linguistic shifts based on the act of communication. For instance, generic stratification
looks for how, if at all, the language of a speaker changes when joking to when that same

individual shares a story.
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Discourse. Another major construct discussed in the works of Bakhtin (1981) is
discourse. Bakhtin identified discourse as a single language. An example of discourse is
the language of Christianity, which is produced and propagated through Biblical
scriptures and leaders, evangelists, and followers of the faith. Through a Bakhtinian lens,
this particular language is considered a discourse because it is expressed by the Christian
community and is exclusive to the members of this religious denomination.

When diverse voices interact, Bakhtin (1981) argued that speakers struggle with
two types of discourse. These two categories—authoritative and internally persuasive
discourses—are distinct and powerful. Authoritative and internally persuasive discourses
flourish in mutually existent worlds insofar that one cannot survive without the other.

An authoritative discourse is monologic in nature, recited, official, undisputable,
and powerful in that it demands that individuals “do not allow any other type of speech to
approach or interfere with it” (Bakhtin, 1984, p. x). In other words, the aim of an
authoritative discourse is for speakers to make the entire “indivisible mass” (Bakhtin,
1981, p. 343) or single viewpoint of the direct and “privileged language” their own (p.
424). Interlocutors of an authoritative discourse believe the language they use is the most
adequate way to communicate, and that there is no better alternative (Morson &
Emerson, 1990).

It is important to note that just as there are a number of social languages, there are
many authoritative discourses. According to Bakhtin (1981), an authoritative discourse,
such as the compartmentalized “word of a father, of adults, and of teachers” (pp. 342-
343), is comprised of acknowledged traditional truths. This inherent force is why people

feel the need to act in accordance with authoritative discourses (Shields, 2007).
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Even though an authoritative word is inherently influential in substantial ways
and assertive (Lin & Luk, 2005), it should not be assumed that it is the only discourse of
power in a given context (Tsitsipis, 2004). According to Tsitsipis (2004), this recognition
of the authoritative word as a discourse of power “requires an external, a social
dimension coloring, so to speak, discourse with the relational properties of the agents
involved” (p. 572). In other words, for one word over another to be recognized as an
authoritative discourse, there must be some form of inequality between social groups. In
light of this notion and in particular relation to this work, the unconscious and prevalent
reliance on the media by others and the inherent following of the words of adults in
schools have positioned these two agents of the authoritative discourse on an unequal
playing field—with various amounts of historical, political, and social clout—alongside
the adolescents who were recognized as the unofficial voices in this research.

Some speakers struggle with authoritative discourses in different ways based on
their previously held notions and interactions in social worlds. Bakhtin (1981) identified
this struggle of voices as taking place within a “contact zone”—a social space where
diverse discourses and worldviews clash. Within this zone, one grapples with the
language or worldviews of authoritative groups and that of the other.

Shields (2007) shared an experience she had in the contact zone when she
interacted with other voices, and resultantly the authoritative words of her parents and the
church began to disintegrate. In this space, Shields challenged and reexamined her
perspectives—wondering why, for instance, if men and women were equal, why women
did not hold doors for men. As a result, Shields questioned her worldviews that were

largely formed by what she recognized as authoritative influences in her life. During
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these struggles, such as the one experienced by Shields, a person may realize that their
views do not align but rather conflict with an authoritative discourse. This conscious
awareness leads a speaker to modify or hybridize the languages and perspectives of an
official discourse or even develop their own ideologies (as a form of resistance) through
what Bakhtin (1981) identified as internally persuasive communication.

During this time, the speaker essentially liberates him or herself from an
authoritative discourse to engender a “reorganization of what was once held to be an
indisputable truth” (Kalman, 2004, p. 275). An internally persuasive discourse exists as a
subversion (i.e., as a resistance or a creation) or a hybridization of an authoritative
language. Unlike an authoritative discourse, an internally persuasive discourse “de-
privileges” and questions languages as they are interwoven with “one’s own word . . .
accents, gestures, and modifications . . . beliefs, backgrounds,” or in other words, creates
a manifestation of new meanings (Bakhtin, 1981, pp. 345-346, 424, 430). In further
contrast to an authoritative word, an internally persuasive discourse is recognized as open
insofar that “in each of the new contexts that dialogize it, this discourse is able to reveal
newer ways to mean” (Bakhtin, 1981, p. 346). Bakhtin (1981) described an internally
persuasive discourse as constantly fluctuating based on the interactions of a speaker with
their preexisting worldviews. Too, an internally persuasive discourse, such as Ebonics,
for example, involves a social engagement with the words of others (Ball & Freedman,
2004), conscientious activity, and sometimes creativity (Solomon, 2012) and negotiation
on behalf of the speaker as the internally persuasive discourse simultaneously resists and

grapples with infiltrations of alternative points of view (Tsitsipis, 2004).
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Like contact with authoritative words, internally persuasive discourses have the
ability to influence and shape the languages and worldviews of those who come in
contact with the communication of others (Bakhtin, 1981). Essentially, internally
persuasive discourses embody “the ideas that move us, that shape us and create the
stories we tell ourselves about the world and who we are” (Landay, 2004, p. 109). In this
way, internally persuasive discourses serve as a representation of the personal beliefs of
speakers.

For Bakhtin (1981), authoritative and internally persuasive discourses exist in two
separate but mutually existent social worlds. The first of which is the mainstream or
official discourse. An example of an official discourse is the language of academic,
religious, and legal realms. The exclusivity of these groups makes them resistant to
change; official discourses force repetition, reproduction, and consistency and are
motivated by the desire to impose a “correct” version of the truth. In light of a goal to
consolidate, standardize, homogenize, and hierarchize languages (Mishra, 2015), official
discourses oppose the realities of heteroglossia (Bakhtin, 1981) and strive to make
worldviews coherent, stable, and uniform.

Alongside an official discourse is an unofficial discourse which is comprised of a
plurality of languages, plausible truths, and perspectives. Unlike an official language, an
unofficial discourse strives for creation, diversification, changes, and seeks to diffuse
(Mishra, 2015) and resist order and linguistic stagnation. In one way, an unofficial
discourse attempts to engender disturbances and shifts in the language of the
conventional social world. As such, an unofficial discourse is always in a perpetual state

of movement—increasing difference and destabilizing the dominant existence of an
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authoritative language—by stretching official boundaries and/or engendering
hybridization (more on this to follow), and in so doing, progressing towards the
development of an unconventional discourse (Bakhtin, 1981).

Dialogue. Another concept discussed by Bakhtin (1986) is dialogue which he
viewed as an essential part of all interactions between speakers and as the engagement of
two or more voices with different points of view. For Bakhtin, dialogue is much more
than just a mode of written or spoken communication but “ontological—a way of living
life in openness to others who are different from oneself, of relating to people and ideas
that remain separate and distinct from our own” (Shields, 2007, p. 65). Through such
engagements, interlocutors seek to understand the other and his or her relationship to
them which involves a willingness to be open to diverse and possibly novel ideas,
concepts, and thoughts.

Bakhtin (1986) recognized all texts, language, and communication as embedded
in social dialogue because utterances are ingrained with the inflections of the speaker and
are used to link larger preexistent and continuous chains of communication. For Bakhtin,
life is ontologically dialogic, meaning dialogue is an essential condition for being in the
world. Bakhtin viewed the engagement of interlocutors in dialogue as a manifestation of
what it means to be human.

An example of dialogue would be the most recent political campaign between
President Donald Trump and Hillary Clinton, the democratic nominee. In numerous
debates, Trump and Clinton sparred through dialogue. With each utterance, the
candidates anticipated each other’s responses and exchanged differing and often

conflicting viewpoints as to which direction they think the country should be led upon
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their potential election to presidency. Through this engagement, Trump and Clinton
sought to understand the other and their relationship to them which at times involved a
willingness to be open to diverse and possibly novel ideas, concepts, and thoughts.

As illustrated in this example, interlocutors anticipate the response of the other in
dialogic engagements (Bakhtin, 1986). Based on this assumption and other factors
(including who the person is talking to, the location of the interaction, and the existing
conceptual schema and background knowledge of the interlocutors), speakers modify and
shape their responses. Or as Bakhtin (1986) identified, “When the listener perceives and
understands the meaning (of an utterance) . . . he simultaneously takes an active,
responsive attitude toward it . . . augments it, applies it, prepares for its execution, and so
on” (p. 68). In this way, Bakhtin understood each interaction between interlocutors as an
influence on the meanings of the exchange (cf. Shields, 2007).

Truth. Thus far, [ have used the term truth without providing an understanding of
what this word means. As with most of the vocabulary offered by Bakhtin (1973), he
does not provide a clear understanding of truth; however, he does indicate the following:

It is essential to emphasize once again that the issue is precisely the testing of an

idea, of a truth, and not the testing of a particular human character, whether an

individual or a social type. The testing of a wise man is that of his philosophical
position in the world, not a test of any features of his character independent of that

position. (pp. 114-115)

Along these lines, I understood Bakhtin’s view of truths to be the contestation of a
previously held idea that has the potential to inflict change or a shift in views or

perspectives of this prior notion. Truths result from dialogic engagements with others and
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otherness. Shields (2007) provided an example of truths when discussing how her son
questioned his idea of the existence of only heterosexuals when he first learned about
homosexuals. Upon encountering this alternative truth, her son was forced to consider
and rethink his previous understanding of sexual orientations.

While I used an example of an individual to describe this concept, it is important
to note that Bakhtin (1973) viewed truths as collective and multiple. As Shields (2007)
explained, Bakhtin believed that truths “can never reside in the heart or mind of a single
person, because there are too many ideas . . . experiences . . . cultures . . . artifacts for any
one person to have been able to grasp the totality of human existence” (p. 79). Bakhtin’s
(1981) argument was due in part to his recognition of the world as heteroglossic—
comprised of multiple perspectives and truths—and as a result, it would be utterly
impossible for a single person to serve as the beholder of “the truth.” For Bakhtin, truth
could only be achieved through the simultaneity of a number of diverse voices.

Heteroglossia. For Bakhtin (1981), language is always alive, active, and in
motion and simultaneously pushed and pulled in various directions—Ilike reflections in a
mirror—by contradictory centripetal and centrifugal forces. Centripetal forces (e.g., as in
a dictatorship) seek to position other discourses around it and pull interlocutors towards
the center. Contrastingly, centrifugal forces (e.g., as in a democracy) are open and
constructively attempt to create instability by encouraging reflection, creativity, agency,
change, growth, and the making of meaning. Simultaneously, centrifugal forces inflict the
furthering and separation of meaning instead of unification.

Bakhtin (1981) identified this contradictory movement, interplay, struggle, and

fusion of multiple languages as heteroglossia. Heteroglossia represents a plurality,
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struggle, interplay, or mingling of multiple (two or more) and diverse, and sometimes
even conflicting, languages, worldviews, perspectives, and truths. Bakhtin believed
heteroglossia represented the ideal, authentic, and normal condition of the social world
because it allowed “real language” to live (p. 292).

Monologism. Heteroglossia is an antithesis of monologism which views a
plurality of meanings, understandings, and consciousness as unnecessary because what is
essential and true is understood by the single-ideal consciousness (Bakhtin, 1981).
Bakhtin (1981) recognized the potential for the discourse of certain groups—such as that
of Catholics, for instance, as it is often uncontestable and fixed—to represent a
monologic form. In such monologic discourses, “Whatever is not selected for inclusion is
dispensable, unworthy of attention” (Lensmire, 1997, p. 370). Along these lines,
monologism assumes a single authoritative voice or viewpoint is sufficient for providing
one truth—as the “ultimate word” (Bakhtin, 1981, p. 293)—about the world. As such,
monologism propagates hierarchical divisions between beholders of the truth and those
who hold oppositional or different views. Bakhtin viewed monologism as an inevitable
component of social worlds.

Voice. Another key component to Bakhtin’s theory of communication (1981) is
voice which is an expression of a speakers’ overall perspectives, attitudes, intentions, and
points of view of the world (cf. Wertsh, 1991). Through voice utterances are actualized,
and interlocutors engage with others in productive dialogue (Bakhtin, 1981). In addition,
voice is a means for speakers to understand their self and the social worlds in which they

dwell. Similar to language, Bakhtin viewed voice as interwoven in dialogic relationships
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with others—meaning it was nearly impossible for the voice of one to not be entangled
with that of an other.
Review of Relevant Literature

As discussed in the first chapter, one major aim of this study was to reveal the
voices of adolescents who experienced an earthquake in school. In light of this goal, this
research essentially became positioned as a medium by which the voices of the focal
youth could be uncovered from the shadows of the predominant official discourse of the
media and adults.

Given this focus, a discussion of voice is worthy here. This section will detail how
the concept of voice has been discussed in publications germane to the focus of this work
and begin with a brief overview of the literature search process.

The objective of the literature review was to locate and examine publications
pertinent to critical theory, voice, youth, natural disasters, and education. The literature
review began by conducting a series of searches within electronic databases, such as
Google Scholar and EBSCOhost. These searches focused on various combinations of the
keywords: youth, children, adolescents, students, schools, education, natural disasters,
natural catastrophes, earthquakes, student voice, and voice. In reviewing results, I
focused primarily on peer-reviewed journal articles and books published in English, as
well as sources identified in those documents that appeared repeatedly or served as
seminal theories and studies, such as Anderson (2005) and Fothergill and Peek (2015).

Starting with these steps led to a literature review that was an ongoing project
over a three-year period of time and expanded upon to include publications encountered

and examined in my coursework. Throughout this three-year span, I dedicated periods of
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time to reviewing the titles and abstracts of publications to ensure their relevance to the
study and eligibility for inclusion in this chapter. Publications featured in the subsequent
review provided the foundational knowledge to answer the two research questions: “How
did adolescents express their experiences of an earthquake in school?”” and “During times
of a substantial transformation, what were the spheres of influence in the social context of
the school?”

Critical theory and voice. To critical theorists, structures like schools are
historically embedded in power, and as such, play a major role in expressions of voice
(Giroux, 2004). In such structures, the voices of marginalized groups—including
students—are dominated by hegemonic views insofar that the young often fashion their
expressions by appropriating the voices of others (Emerson, 1983). Through a critical
lens, power is seen as a looming force that unconsciously penetrates and shapes the
discourse of the oppressed (Freire, 1970). Giroux (1991) recognized the power of
dominant dialogues stating, “What meanings are considered the most important, what
experiences are deemed the most legitimate, and what forms of writing and reading
matter, are largely determined by those groups who control the economic and cultural
apparatuses of a given society” (p. 93). In this way, the voices of students are stifled by
hegemonic powers and thus, are partial—comprised of their expressions and the voices of
others.

Recall that Bakhtin (1981) offered the concept of heteroglossia to describe the
multiple, varied, and layered nature and style of language and the conflict between
centripetal and centrifugal forces. Critical theory zooms in on this conflict between the

centripetal and centrifugal forces to uncover and trace the dominant group’s (viewed in
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this research as the official social group of WHS adults and the media) ways with words
(Heath, 1983), as expressed in the language of others (Giroux, 1991). Furthermore, to
Bakhtin, the diverse languages of heteroglossia represent the conceptualizations a speaker
holds of their world. So if, as Bakhtin argued, discourse is partial in that it carries the
words, views, and ideologies of more dominant others, then, so are the worldviews of the
speaker.

The influence of context and others on the response of a speaker is evident in
schools—the contact zone (Bakhtin, 1981) of this investigation—identified by some (e.g.,
Fielding, 2004) as authoritative structures. Lee (2004) called attention to the authoritative
discourse of schools noting, “In classrooms, students’ responses anticipate the official
scripts of traditional schooling” (p. 130). The power embedded within schools has the
potential to dictate when and who can initiate and respond in discussions plus the
languages and ideas that are considered appropriate for exchange in these spaces.

Recognizing historically embedded structures of power and the assimilation or
adoption of language from others, critical theorists advocate for the empowerment of
students in their worlds. In this way, the young are freed from the ideologies or views of
more powerful others. From a critical theory perspective, voice is an emancipatory tool
marginalized groups can use for empowerment in structures (e.g., schools) dominated by
hegemonic views. To critical theorists, voice provides a way for the marginalized to
critique and challenge dominant influences and reconstruct their experiences from a
novel, fresh, and liberated perspective (McArdle & Mansfield, 2007).

In this way, this study could be viewed as a medium by which one marginalized

population of young persons (cf. Emerson, 1983) can express their voices. For instance
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and as will subsequently be discussed in more detail, adult populations have
predominately been consulted for insight into the disaster experiences of the young.
Therefore, this research could be seen as a channel for the voices of the focal youth to
share their—perhaps novel and diverse when compared to that of the authoritative
word—experiences of an earthquake in school.

Voices of youth in natural disaster literature. Within the body of reviewed
natural disaster literature, few researchers have provided the young with a voice and
channel for sharing their experiences, as this study sought to accomplish. Among this
research, Barrett, Ausbrooks, and Martinez-Cosio (2008), Fothergill and Peek (2006,
2012, 2015), and Peek and Richardson (2010) illuminated the stories and experiences of
young persons, relocated and/or displaced following natural disasters. Specifically,
Barrett et al. (2008) uncovered the post-Katrina relocation experiences of youth and
found little differences in the stress levels of displaced students and their peers. Similar to
Barrett et al., Fothergill and Peek (2006) documented how institutions and individual
advocates aided the recoveries of youth by helping them find ways to cope, ultimately
building their resilience. Extending this work, Fothergill and Peek (2015) continued to
examine youth impacted by Hurricane Katrina and provided a holistic and acute
representation of how the hurricane unfolded in their lives. This research was preceded
by another study by Fothergill and Peek (2012) that shared stories of loss and
displacement of Hurricane Katrina youth. Similarly, Peek and Richardson (2010)
discovered the educational and recovery aids of displaced children, relocated to Colorado
after Hurricane Katrina. These studies, albeit their focus on more devastating and

catastrophic natural disasters than the Ware earthquake, are important to recognize here
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because as this investigation attempted to do, they honored the voices of youth and
revealed the ability and integrity of the young to move out of the shadows of the official
discourse and share their experiences.

A number of reasons for the considerable invisibility of the voices of youth in the
body of natural disaster research have been identified. These include (but are not limited
to) four rationales: (a) their low societal status, (b) their dependence, (¢) their lack of
access to institutional resources, and (d) the overall challenge of examining youth due to
policy, consent, and access issues (Anderson, 2005; Barrett, Ausbrooks, & Martinez-
Cosio, 2008; Peek, 2008). Heath (1998) has also recognized how often young people are
“spoken for”—*their actions and very being ‘given away’ into the possession of adults
who usurp their voice” (pp. 235-236) in onerous situations (such as natural disasters), in
particular. Heath argued that often adults “give” and “grab” the stories of youth under the
presumption that the young are too inadequate to exercise their own voices. Such views
bury the voices of adolescents among the more dominant, positioning youth as inherently
incomplete individuals whose voices are weak and better understood by adults (Lesko,
1996; Mayall, 2000; McArdle & Mansfield, 2007; Raby, 2007).

Perhaps due to these reasons, natural disaster research (e.g., Lowery & Burts,
2007) has relied upon adults for insight into the experiences of youth, despite the fact that
the most direct way to learn about the young is to learn from the young (Fothergill &
Peek, 2015; Heath, 2000). Consulting youth may offer a different, novel, or fresh way of
seeing problems previously ignored or misunderstood (Mitra & Gross, 2009). Through
their voices, youth could provide unique (Fothergill & Peek, 2015), crucial (Nixon,

Martin, McKeown, & Ranson, 1996), and pure first-hand accounts of their natural
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disaster experiences that could subvert many of the conclusions set forth in research by
official discourses that potentially do not fully and honestly explain the actual
experiences of the young (cf. Mitra & Gross, 2009).

Resilience. According to natural disaster researchers, such as Fothergill and Peek
(2015), the basic goal with respect to natural disasters is to strengthen the resilience of
youth. Building resilience means developing the coping abilities to effectively adapt and
respond to challenging circumstances inflicted by natural disasters (Ager, 2013; Gordon,
Farberow, & Maida, 1999). Resilient adolescents are those that are able to competently
act in threatening and high-risk situations and fully recover from traumatic events
(Kousky, 2016). Advocates, such as teachers and institutions, similar to schools, have
been identified as key aids to strengthening the resilience of youth to natural disasters
(see Fothergill & Peek, 2015).

Voices of youth in education. In traditional education, and specifically the
curriculum and instruction in these spaces, students are predominately positioned as
either consumers (repeaters or ventriloquators) or producers (creators) of knowledge. As
consumers, the voices of students are comprised of the ideologies, stances, positions, and
worldviews of others (e.g., speakers, writers, and teachers). In such roles, the young
suffer from “narration sickness” (Freire, 1970) where their voices are viewed as
subordinate to the dominating official discourse, and rarely, if at all, are opportunities to
express their voices provided. Comparatively, as producers, students are active vocal
participants in lessons and curriculum development (Calkins, 1986; Fielding, 2001); in

these roles, pupils create and share new ideas or ways of thinking.
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Some see this dichotomy as a problem, one of which is Dewey (1899), who is
widely recognized for calling attention to the need to position pupils as producers of
knowledge (or with a voice) in the classroom where the official discourse is preserved
(cf. Landay, 2004). With his notion of transformed recitation, Dewey challenged
traditional student-teacher exchanges whereby pupils, fueled by a desire to receive a nod
from the teacher and/or demonstrate mastery of memorizing the text, provide almost
recited or in other words, ventriloquated answers to teacher inquiries. Dewey’s
transformed recitation challenged these more traditional exchanges between the educator
and pupils to a recitation that was the “social clearing-house, where experiences and ideas
are exchanged and subjected to criticism, misconceptions are corrected, and new lines of
thought and inquiry are set up” (p. 34). In this way, the positioning of students in schools
was transformed to an active, involved, and dialogic role whereby pupils engaged with
teachers to enrich their learning.

While Dewey (1899) called attention to the need to place students at the center of
education over a century ago, it could be argued that Kozol (1991) resurfaced and
propelled this argument back into the spotlight of more contemporary educational spaces.
Dewey’s ideology of a student-centered education was perhaps rejuvenated by Kozol,
who recognized that “the voices of children . . . have been missing from the whole
discussion” (p. 5). Just as Dewey had previously acknowledged, Kozol contended that in
contemporary classrooms, students are primarily silent, passive consumers of education.
In these learning spaces, Kozol argued that students are rarely afforded opportunities to
share their views or provide input. Kozol’s claim quickly resonated across the globe

where early champions of student voice research, such as Rudduck, Chaplian, and
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Wallace (1996), called for participation from students in discussions germane to
education.

Such radical claims sent shockwaves across the educational sphere, igniting a
paradigm shift in how students were positioned in historically embedded power
structures, such as schools. Slowly, some members of the educational community began
to “open up spaces and minds not only to the sound but also the presence and power of
students” (Cook-Sather, 2006, p. 364). In these transformative educational spaces,
students—once passive, recipients and consumers of knowledge—became more active
dialogic members of the school community through the exercise and acknowledgment of
their voices.

Despite the efforts of Dewey (1899) and Kozol (1991), some (e.g., Heath, 1998;
Moll, Amanti, Neff, & Gonzalez, 1992) still argue that contemporary students are
predominately consumers. Proponents of this belief pinpoint instructional standards as
constraints to the thinking of students, contending that in contemporary schools, pupils
only learn arborescently or dichotomically—*“this” or “that” way—or in accordance with
the prescriptive curricula. The harm of experiencing such a narrow, monologic education
as a consumer is important to recognize here because the ideas that are transferred
through such standards then become the perceptions students have of the world (Bakhtin,
1981).

Bakhtinian studies of youth. Recall that this qualitative inquiry drew upon
Bakhtin’s (1981) understanding of discourse to explore and reveal the ways in which
adolescents negotiated, preserved, subverted, and/or displaced the communication of

others—particularly the official discourse of the Ware earthquake—and voiced their
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experiences of a substantial transformation in school. In alignment with this goal, I
sought to understand the ways in which other researchers have analyzed youth and
official and unofficial discourses. In this search, I looked for peer-reviewed literature that
examined official and unofficial discourses, the voices of adolescents, and the social
world of the school. Through this search, studies by Landay (2004) and Hsu and Roth
(2012) were found. Similar to this research, Landay and Hsu and Roth drew on the
ideologies of Bakhtin to understand the discourse of adolescents. In the section that
follows both of these works will be discussed in detail.

Landay’s (2004) case study examined the role of official and unofficial discourses
in the language development of youth. In this work, Landay focused solely on secondary
school students enrolled in a blended literacy and performing arts program—recognized
as the ArtsLiteracy Project (ALP)—whose intent was to strengthen the literacy skills of
participants. As part of the ALP, adolescent participants explored various core texts (e.g.,
works by Shakespeare and the Bill of Rights) and responded to them through
performances based on a specific theme. In this work, Landay analyzed the responses of
the youth participants to determine the plausible ways in which the students drew on their
own discourse plus the rather challenging official language (gleaned from the ALP core
texts) to elucidate the assigned theme in their performances.

Landay (2004) found the responses of the students to be an artistic fusion of
linguistic fragments of the official word—gleaned from the core texts—and their own
unofficial work, notions, and interests. Specifically, Landay shared,

Through work in performance, students enter[ed] the richly dialogic world of

multiple discourses and critically interanimate[d] its texts, exploring and
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practicing in order to choose which of them w[ould] become internally

persuasive. The discourses [we]re presented through the lives and language of

speaking subjects. Students ‘tr[ied] on’ and ‘practice[d]” a discourse in a

provisional way. (p. 116)

Landay discovered that the ALP performances were essentially an articulation of the
struggles of the participants in navigating the interplay and mingling of the official
discourses of the core texts and their own discourses. Landay revealed that the responsive
and performative texts produced by the ALP youth were an embodiment of the multiple
discourses the adolescents encountered and constructed as a result of their participation in
the program that had, in turn, shaped their understandings of the assigned theme.

In addition to Landay, Hsu and Roth (2012) conducted a micro-ethnography to
understand how science language was taught and learned. Over a two-month period (18
hours in sum), Hsu and Roth examined the social interactions and discourses between
educators and students enrolled in a high school internship program, offered at a
university-based biology laboratory. To provide an in-depth picture of the language of
youth in science-based pedagogical spaces, Hsu and Roth focused solely on ethanol-
related utterances, and how the term ethanol was taught and learned through the
discursive interactions of a small group of three interns and one university-based
technician (identified as an undergraduate or graduate biology student).

Specifically, Hsu and Roth (2012) were interested in the interns’ dynamic
struggles and negotiations of the official and unofficial discourses at work, the evolutions
of their language, and the dialogic products that resulted from this conflict and the

interanimation (Bakhtin, 1981) of authoritative and internally persuasive words. Drawing
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on the ideologies offered by Bakhtin (1981), Hsu and Roth discovered that learning the
language of science was achieved by appropriating the authoritative discourse into an
internally persuasive communication. Hsu and Roth attributed the frequent and in-depth
social interactions of pupils with the official science discourse—expressed by the
technician—as the main influence in shaping and developing the science language of the
youth.

What is particularly noteworthy about the work of Hsu and Roth (2012) is the
four-stage discursive evolution framework generated from their findings. In essence, this
framework revealed the evolving nature and discursive changes in the teaching and
learning of science language. Hsu and Roth’s framework depicted the journey of an
utterance from the mouth of the initial speaker—the technician or educator—to the
vernacular of the students, and also the various stages a word goes through before it is
part of their internally persuasive discourse and therefore completely understood by the
interns. Specifically, this model identified the evolution of the term ethanol from its
initial introduction by the technician to its emerging development as a shared resource
between the educator and the students. While this model focused on teaching and
learning and the social interaction between pupils and an instructor in the development of
science language, the second and third stages of this framework were particularly
informative as these levels provided insight into how the language of the youth involved
in this study could be interpreted and recognized. Specifically, these two stages
elucidated the difference between ventriloquation and appropriation and the process by
which the authoritative discourse slowly became understood by pupils and through

repeated social interaction, part of the unofficial language of the students.
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In addition to Landay and Hsu and Roth, other researchers have studied the
communication of adolescent students through a Bakhtinian lens in various ways. This
body of literature has utilized other Bakhtinian (1981) concepts (e.g., chronotype; see
Compton-Lilly, 2013; more on this to follow)—besides official and unofficial discourses
which are of particular focus in this work—to explore the language of the young. In this
section, I will share two examples to provide a glimpse into how other researchers have
employed the ideologies of Bakhtin to understand the social actions and behaviors of
youth in spaces of learning.

One example is a discourse analysis study conducted by Lin and Luk (2005). In
this research, Lin and Luk primarily drew on two Bakhtinian (1981, 1984) concepts—
carnival (which will be delineated later in this section) and heteroglossia (previously
discussed in this chapter) to analyze video data excerpts of small-group engagements in a
secondary English Language Learning (ELL) classroom in Hong Kong.

In describing the evolving nature of their interest in this work, Lin and Luk (2005)
revealed that in this space of learning, English teachers relied heavily on the authoritative
discourse of textbooks. This dependence fueled their desire to understand how students
responded to the respective push of educators to adopt and assimilate the official
language of the textbooks which correspondingly comprised the predominant discourse
of the ELL classroom.

Through their work, Lin and Luk discovered that the focal adolescents—
specifically a group of 20 male students—created a carnivalesque (Bakhtin, 1984)

atmosphere as a way of negotiating and perhaps even rebelling against the authoritative
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discourse of the classroom. In support of this finding, Lin and Luk provided three
examples to describe how the students created carnivals in this particular ELL classroom.

One example provided by Lin and Luk (2005) was a demonstration of
carnivalesque (Bakhtin, 1984) behaviors during a story composition activity. While
creating narratives, the students “infused sexual connotations” and “indecent fun” (Lin &
Luk, 2005, p. 87). For Lin and Luk, these actions illuminated the carnivalesque ways in
which the boys negotiated and rebelled against the authoritative discourse of the
classroom. Bakhtin (1984) described carnivals as a “sum total of all diverse festivals,
rituals, and forms” (p. 122). As subversive powers that create new forms of speech,
carnivals are minimally ritualized (Clark & Holquist, 1984) and as such, are viewed as
exhibitions or threats to the authoritative discourse. In this particular instance, the boys
used heterogeneous language and laughter—two carnivalesque characteristics (Bakhtin,
1984)—as a way of grappling with and rebelling against the language of textbooks which
for Lin and Luk was the predominant discourse of the classroom.

On two other occasions, Lin and Luk (2005) analyzed the language of the boys
while they were writing speech bubbles for characters in a cartoon and discovered that
the focal students drew on heterogeneous discourses, essentially creating what Bakhtin
(1981) viewed as heteroglossic (Bakhtin, 1981) voices for the characters. In so doing, the
students made “what [wa]s alien and boring to them [the authoritative discourse] into
something that [wa]s familiar, funny, movielike, or fantasylike” (Lin & Luk, 2005, p. 92).
In this way, the boys drew on the social languages of multiple others—which Lin and
Luk suggested was perhaps their preferred discourse—including that of hip-hop artists

and gangsters portrayed in popular films. This behavior—considered “indecent” within
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the ELL classroom—ignited laughter, the exchange of jokes, and the creation of parodies
which thus again illuminated the carnival this group of students engendered through their
communication (Lin & Luk, 2005, p. 87).

Drawing on these examples, Lin and Luk (2005) argued for the importance in
creating a carnivalesque or heteroglossic (Bakhtin, 1981, 1984) atmosphere in the
classroom to allow the thinking, worldviews, and linguistic development of students to
flourish. Lin and Luk believed that by allowing students to negotiate and perhaps even at
times push against the authoritative discourse, the identity of English as solely an official
language would shift in a way that recognizes English as a language that can be readily
and easily adopted and assimilated by others. In so doing, Lin and Luk suggested that
ELLs would learn and come to associate the language of English as their own, instead of
the language of another speaker.

Another example of research that explored the communication of youth through a
Bakhtinian lens is that of Wagner and Herbel-Eisenmann (2008). In this study, Wagner
and Herbel-Eisenmann drew on Bakhtin’s (1981) concepts of monologism and
heteroglossia to examine adolescents’ (i.e., enrolled in secondary school) and younger
youth’s (i.e., attending junior high) usages and responses to utterances that included the
word just in class (both student-to-student and student-to-teacher) discussions. Wagner
and Herbel-Eisenmann primarily focused on the communication of youth but also
examined teachers’ uses of just and how students responded to the educators’ utterances
of this word. Including educators in their investigation was fueled by Wagner and Herbel-
Eisenmann’s interest in gaining new insights into the relations of students and teachers

when the word just was used in practice. In addition, Wager and Herbel-Eisenmann were
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interested in how just could encourage and stifle conversations—between pupils or in
student-and-teacher exchanges—and the dynamics that resulted when the word just was
uttered during small and large-group discussions.

Through the examination of discussion transcripts—obtained from approximately
150 observations in eight different mathematics classrooms (grades six to ten)—Wagner
and Herbel-Eisenmann (2008) discovered that the word just was more frequently
employed as a monoglossic tool. When used in this way, the word just often suppressed
student dialogue, thinking, and engagement. This finding was exemplified in a teacher’s
communication: “Just solve the equation”; for Wagner & Herbel-Eisenmann, the use of
Jjust in this expression “implied simplicity” (pp. 151-152). Furthermore, Wagner and
Herbel-Eisenmann indicated the word just called attention to a need to follow directions,
but not for the listener to think or reflect upon the act, which suggested that the listener
was incapable of doing anything more than simply solving the equation.

With the identification of the utterance just as a monologic tool, Wager and
Herbel-Eisenmann (2008) surmised that using this word as predominately a monologic
tool was essentially an act of power, given its ability to stifle student agency and dialogue
in the classroom. Wagner and Herbel-Eisenmann hoped that this finding would propel
educators to think about the ways in which their uses of words may be inhibiting or
encouraging student discussion. In addition, Wagner and Herbel-Eisenmann charged
educators to think about the ways in which the word just, in particular, could be utilized
as a heteroglossic tool instead of a monologic tool by encouraging student engagement
and agency in discussions and opening the possibility for dialogue to encompass a variety

of topics.
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In addition to the aforementioned literature, researchers have employed the
theories and concepts of Bakhtin to examine the voices of other populations germane to
the social world of the school. Among these groups are elementary (e.g., see Hamston,
2006; Lensmire & Beals, 1994) and preschool-aged (or early childhood; e.g., see Cohen,
2015; Dyson, 1993) children, ELLs (e.g., see Blackledge & Creese, 2009), school
administrators (e.g., see Coulter, 1999), teachers (e.g., see Moate, 2014), and university
students (e.g., Pace, 2006). In these studies, researchers drew on a variety of Bakhtinian
(1981, 1984) concepts, including but not limited to dialogism (see Hamston, 2006),
appropriation (see Lensmire & Beals, 1994), carnival (see Blackledge & Creese, 2009),
polyphony, and chronotype (for the last three concepts, see Coulter, 1999).

Definition of Adolescence

In this study, the population group of interest was adolescents. For this reason,
this section will discuss how this term was understood and utilized in this work. It is
important to note that the terms adolescents, youth, and the young were used
interchangeably.

A review of the archives revealed a number of contrasting definitions and
understandings of the term adolescence. For instance, Lesko (2001) perceived
adolescence as a crucial time—when an individual transitions to maturity or remains in a
turbulent condition. Comparatively, Raby (2007) recognized adolescence as a
developmental category, separate from childhood, whereas others, such as Erikson
(1968), identified adolescence as a fluid time in an individual’s life. Erikson viewed
adolescence as a state of discovering and determining identity while simultaneously

shifting between states of dependence and independence.
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While some like Erikson (1968) supported the notion that adolescents frequently
recalibrate their identities, Pascoe (2007) found such understandings to be “troublesome”
(Alvermann, 2002, p. vii). Pascoe believed Erikson’s delineation positioned adolescents
in a normative crisis-like state—constantly and reiteratively in a process of making
meaning of their selves—of shaping and re-shaping their identities. With this view,
adolescents are depicted as wavering individuals who oscillate between past, present, and
future selves.

Through his argument, Pascoe (2007) revealed how the definition of adolescents
can influence how this subject group is positioned and perceived in archival knowledge.
Recognizing this, Biklen (2004) indicated, “If we view youth as incomplete adults, that
‘less than’ perspective will shape how we approach them” (p. 722). Being mindful of this
notion, Biklen suggested that if the goal of research is to learn from adolescents, then the
examiner must position him/herself in a way that provides opportunities to gain novel
understandings from young informants. In the researcher-subject dynamic proposed by
Biklen, the identity of adolescents as educators to those who are researching them is
constructed. It is this view of adolescents, as educators, that I sought to uphold in this
work. In this inquiry, I attempted to research young educators by conversing and
interacting with adolescents so that I could learn from them about their experiences as
students in a substantially transformed school.

Largely, Alvermann (2002) and Biklen (2004) shaped my positioning of
adolescents as knowledgeable sources. From Biklen, I came to identify adolescents as
essentially educators in research. In addition and following Alvermann, I viewed

adolescents as no less competent than adults and as individuals that hold particular
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knowledge about the situations, places, and spaces they occupy. Thus, in borrowing from
Alvermann and Biklen, the term adolescents was used here to describe knowledgeable
sources who represent a unique perspective and vantage point of the world.

Chapter Summary

A large portion of this chapter was dedicated to the theoretical contributions of
Bakhtin as his theories and concepts served as the primary guiding framework for this
inquiry. In this review, the following main points were revealed. Foremost, Bakhtin
(1981) viewed multiple and diverse languages as in simultaneous coexistence in social
worlds. Through social interaction with others, utterances and resultantly worldviews can
be ventriloquated, appropriated, hybridized, or subverted. This study viewed WHS as a
contact zone whereby students experience a variety of discourses of those physically
positioned both inside (i.e., WHS adults)—and given the contemporary digitally
connected and media-saturated social world (cf. Abbiss, 2013)—also outside the school
(i.e., mainstream news sources). Specifically, this research sought to understand how
adolescents navigate these various entangled languages and perspectives to communicate
their experiences of a substantial transformation that occurred within the contact zone of
their high school.

This chapter also provided an overview of how voice has been discussed and
examined in literature germane to the research inquiry. In the reviewed body of natural
disaster studies, few researchers have provided the young with a voice and channel for
sharing their experiences. In literature pertinent to youth, education, and voice, it is
argued that students are predominately positioned as consumers (or assimilators of the

authoritative word) instead of producers of knowledge. Along these lines, this study
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sought to reveal if and in what ways the adolescents consumed and/or produced language,
how the youth negotiated, preserved, subverted, and/or displaced the words of others—
and particularly the authoritative discourse of adults—to voice their experiences of an

earthquake in school.

74



Chapter Three: Methodology
Overview

In alignment with the overarching purpose of this research—to examine the
communication of adolescents, I sought to explore and reveal the ways in which youth
negotiated, preserved, subverted, and/or displaced the language of others—and
particularly the official discourse of the Ware earthquake—to voice their experiences of a
substantial transformation in school. This inquiry was guided by two research questions:
“How did adolescents express their experiences of an earthquake in school?”” and “During
times of a substantial transformation, what were the spheres of influence of adolescents in
the social context of the school?” This study attempted to reveal the voices unheard by
uncovering and providing insight into how these youth constructed, communicated, and
viewed this rare experience of nature.

The intent of the current chapter is to describe the research design and procedures
for this work. Specifically, this chapter provides an overview of the methodological
approach, social context, study participants, and the methods for data collection and
analysis. This design provided a foundation from which to conduct the study.

Research Epistemology

This inquiry sought to follow Shields (2007), among others (e.g., St. Pierre, 2011;
Waterhouse, 2011), who have suggested or executed a movement away from prescriptive
research approaches. Such conventional research methods assume that a single,
predefined, and ready-made approach is “adequate for capturing and telling the truth
about the world and the people within it” (Lensmire, 1997, pp. 369-370). When in reality,

traditional practices engender restrictions—bounding, rooting, and confining data in a
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way that forges opportunities for analysis—essentially just creating knowledge that
mimics that which already exists (cf. Jackson & Mazzei, 2012).

Bakhtin (1981), too, opposed demarcation and compartmentalization. In his
writings, Bakhtin implied that instead of following traditional ways of thinking—that
perpetuate rather monologic notions of inquiry through fixed forms and prescriptive
techniques—alternative, additional, and novel approaches should be considered so that
ideas are not restricted, limited, and inhibited (cf. Shields, 2007). Through his work,
Bakhtin advocated for the breaking of boundaries, exercising the freedom to think
beyond the norm, and seeking ways to acknowledge the multiplicity of social worlds.

In fact, Bakhtin viewed diversity as the foundation for life (cf. Shields, 2007). As
discussed in the previous chapter, Bakhtin (1981, 1984, 1986) exuded difference in his
writings that contradicted the views of the social world in which he lived. Following
Bakhtin and particularly through this work, I sought to create an empirical space of
divergence that exists alongside a dominant sphere of research that perpetuates
conventional forms of investigation and analysis and ways of thinking. In so doing, I
moved away from traditional research practices such as case studies and coding and
instead, attempted to “revisit and rethink research” (Green & Luke, 2006, p. xii), from the
margins (Cheek, 2004). For this reason, I drew on ideas from a qualitative inquiry branch
of discourse analysis that does not rigorously conform to the boundaries imposed by
prosaic methods by utilizing a unique analytical method and mode of data representation
to uncover the ways in which adolescents voiced their experiences of an earthquake in
school.

Research Design and Procedures
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Research methodology. Specifically in this inquiry, I drew on a branch of
discourse analysis—recognized as discursive psychology (Jorgensen & Phillips, 2002)—
that exists “at the margins” (Cheek, 2004, p. 1140) of traditional research practices. In
comparison to prosaic methods, discursive psychology embraces the pluralistic
potential—inherently offered in discourse analysis research—by rejecting the adoption of
a specific, prescriptive, concrete, or fixed method of inquiry (Cheek, 2004; Willig, 2003;
Wood & Kroger, 2000). Proponents of this approach, such as Wood and Kroger (2000),
have identified that in inquiries of discursive psychology, “There is no necessary
sequence of activities [and] no standard or required way of carrying them out” and
withal, indicated a general “reluctance [in the field] to identify steps” out of fear that in
so doing, this branch of discourse analysis will become “overly restrictive and
prescriptive” and thus, more within the margins of traditional research methods (p. 96).
Along these lines, Jorgensen and Phillips (2002) emphasized that the “no clear-cut
procedure or recipe” of discursive psychology offers the opportunity, freedom, and
flexibility to move away from prosaic restrictive procedures—one goal of this study—
that align with more conventional qualitative approaches of inquiry.

Discursive psychology has been identified in the literature in various and
sometimes overlapping ways (see Willig, 2003); as such, it is important to note that this
inquiry mainly drew on the ideas of Jorgensen and Phillips. In alignment with Jorgensen
and Phillips (2002), discursive psychology was recognized as a method for research on
communication. As a social constructionist form of discourse analysis (Jorgensen &
Phillips, 2002), discursive psychology seeks to understand “naturally occurring text and

talk” by examining how discourses are used to construct and negotiate narratives and
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worldviews of interlocutors and the effects (e.g., shaping of worldviews) of the discursive
resources employed in social interactions (Willig, 2003, p. 163).

Specifically, this study focused on a Bakhtinian analysis while drawing on this
qualitative inquiry branch of discourse analysis. The fusing of discursive psychology
(Jorgensen & Phillips, 2002) with Bakhtin’s ideologies of communication guided the
formulation of the research questions, data collection methods, and analysis procedures
of this study. While advocates (e.g., Wood & Kroger, 2000) of discursive psychology
recommended refraining from the use of prescriptive and fixed methods, here and for the
purposes and requirements of dissertation work, I turned to Willig (2003) who offered
insight into the prevalent types of questions and methodologies found in this type of
discourse analysis. In terms of research questions, Willig suggested that studies of
discursive psychology typically ask “how do” inquiries, such as “How do participants use
language in order to manage a stake in social interactions” (p. 180)? This notion
primarily informed the framing of the first research question: “How did adolescents
express their experiences of an earthquake in school?”

Secondly, while acknowledging, “There is no universally agreed set of
methodological procedures,” Willig (2003) discovered—in a comprehensive analysis of
discursive psychology studies—the most dominant methods to be semi-structured and
unstructured interviews (p. 164). Along these lines, this inquiry drew on Seidman’s
(2006) three-interview series technique which offered a semi-structured approach.
Following Seidman, I formulated questions prior to meeting with study participants, but

at the same time, kept the conversations open so that the discussions could build upon
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one another. In this way, the previous meetings with the subjects served as the foundation
for subsequent discussions.

Lastly and as previously discussed, with discursive psychology there is no one,
specific, or fixed approach for analysis; however, according to Jorgensen and Phillips
(2002), coding is typically used. In spite of this normality, Wood and Kroger (2000)
advised against coding as this method aligns more with conventional qualitative research
approaches, which they argued are quite different from discourse analysis studies. With
this in mind and in keeping agreement with the aforementioned research epistemology,
this study followed Wood and Kroger in rejecting coding as an analytical method.
Instead, I focused on the theoretical framework offered by Bakhtin to guide the data
analysis. Specifically, this inquiry drew upon Bakhtin’s (1981) theory of communication
to reveal and explore the ways in which adolescents negotiated, preserved, subverted,
and/or displaced the language of others—and particularly the official discourse of the
Ware earthquake—and voiced their experiences of a substantial transformation in school.

Social context. WHS, a public institution in central Virginia, was selected as the
research site because in August 2011, the town in which this school is situated and a
once-assumed seismically serene region became the epicenter of a 5.8-magnitude
earthquake. The earthquake occurred at only one week into the new school year, causing
nearly $75 million dollars of damage to the school system (Shulleeta, 2013). The extent
of the damages forced all area schools, which were in session during the time of the
earthquake, to close their doors for three weeks. WHS was destroyed beyond repair and
razed as a result. Following the three-week hiatus, students were relocated to another

school. Until the mobile campus for the high school opened in 2012, the high school held
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classes at the middle school, alternating days with the middle school. The high school
was rebuilt and reopened at its same campus in August 2015.

At the time of study, WHS was comprised of approximately 1,500 students in
ninth through twelth grades (VDOE, 2016; see Appendix C for detailed school
demographic information). A majority of the students at WHS were White. Over half of
the student population were from families with incomes above the poverty level.

During this research, WHS was comprised of approximately 140 administration
and staff members. Half of the educators had graduate degrees; the average salary of
WHS instructional staff was above the state mean (VDOE, 2016). Most WHS teachers
remained in their own classrooms throughout the school day and taught specialized
subjects. Specialists, such as teachers for speech, physical and occupational therapy, and
special education, operated on a pull-out and push-in basis.

Given that an elementary school in Ware County was also destroyed beyond
repair and razed as a result of the earthquake, it is important to acknowledge why the
high school, in particular, was chosen. Primarily, I was drawn to the recognized
advantage of high school students as data sources in natural disaster research. Young
children (i.e., elementary-aged children) often struggle to articulate their experiences
(Fothergill & Peek, 2015) and formulate, store, and recall memories (Pfefferbaum et al,
2013) when compared to older youth, who are more capable of evoking, verbalizing, and
expressing their retrospective feelings (Gordon, Farberow, & Maida, 1999) and sharing
their stories. As such, younger children are considered disadvantageous data sources in

natural disaster research (e.g., see Pfefferbaum et al., 2013).
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Subjects. As discussed in the previous chapter, Bakhtin (1981) viewed languages
as embodiments of the “flavors” (Wortham, 2001, p. 289) of particular social groups;
thus, the voices involved in this study were viewed as part of a larger collective. Viewing
the subjects as a group aligned with Bakhtinian thought because for him:

Each actor occupies a unique time-place; each is a unique corporeal [physical],

cognizing and affective body that can be differentiated. Yet in everyday acting,

talking and judging, actors’ time-places and perspectives become interwove,
collective, and social. New relational configurations of actors’ time-places are
constantly reforming and responding (a question requires an answer, an action
provokes a reaction even as silence) and they continue to be responsive to

resultant consequences. (Johnsson, 2013, p. 1254)

In this way, despite the fact that speakers experience the worlds in which they dwell in
their own ways, the social, inevitable, regenerative and most importantly, interactive
aspects of society make these interlocutors part of a greater whole that reproduces and
engenders languages or ways of thinking about the worlds in which they dwell.

In terms of groups, this research primarily focused on the voices of adolescents.
Eligible youth participants included WHS graduates of the 2014 and 2015 classes who
were in the high school the day of the earthquake. These subjects were identified based
on their ability and willingness to participate in all data collection activities. For this
research, I attempted to identify four to five study participants which based on the pilot
(of three students) would allow for the discovery and in-depth investigation of a range of

experiences and for detailed understandings to be gleaned from each subject.
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In addition to youth, secondary sources included proponents of the official
discourse—professionals or individuals in positions of authority or of an older age group,
which in this case were adults. In this research, the media and power structures (i.e.,
schools) were viewed as agents or mediums of the official language. Specifically, WHS
administration and staff and news reporters who broadcasted stories about the earthquake
were utilized as secondary data sources to gain a deeper understanding of the official
discourse. This insight—collected from adult sources from both inside and outside the
school—was juxtaposed with the language of the adolescent participants (see the data
analysis section for more details).

Eligible secondary data sources included adults who were in WHS the day of the
earthquake and media reports of the Ware earthquake story. This inquiry sought to
identify four to five adult subjects (news networks were identified as participants; more
on this to follow in Chapter 4). Based on the pilot, this number would allow for an in-
depth investigation of a range of experiences and for detailed understandings to be
gleaned from the utterances of each subject.

Adolescent subject recruitment. The adolescent participants were recruited via an
e-mail sent from the WHS Guidance Department. Only graduates of the 2014 and 2015
classes were contacted given that they were enrolled at WHS during the time of the
earthquake. To protect the privacy and identify of the potential participants, the recipients
were blank copied on all communication. Interested participants were directed in the e-
mail to contact me to schedule a recruitment session (via phone, in-person, or via Skype
or FaceTime; whichever was most convenient for the prospective subject) where the

potential subjects would learn more about the research, including the study title,
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supervising university and department, purpose, participant expectations and elgibility
criteria, and my contact information. Adolescent participants were selected based on their
ability to meet the aforementioned criteria for inclusion in this research.

Adult subject recruitment. Two different processes were followed to recruit the
adult subjects for this study. WHS adults were recruited via e-mail and prior to consent,
the prospective adult subjects learned more about the research, specifically the study title
and purpose, supervising university and department, participant expectations and
eligibility criteria, and my contact information. Adult participants were identified based
on their ability and willingness to participate in all research activities. News stories were
found via online searches and selected based on the fact that the report was from an East
Coast-based major media outlet and provided an in-depth account of the Ware
earthquake.

Data collection. The data collection techniques were executed from May to July
2017 and included drawings, a media discourse analysis, and discussions. The main
objective of the discussions was to capture the utterances and explore the language the
subjects used to describe the earthquake. Drawings were utilized to help guide the
discussions with the adolescents. In addition and specifically in an effort to gain an in-
depth understanding of the official discourse outside the school, media reports of the
Ware earthquake were examined (more on this to follow). Through the analysis of news
footage, I gathered and documented the utterances communicated in the examined reports
of the Ware earthquake. The data gleaned from the adults were juxtaposed with the
communication of the Ware youth to uncover traces of the authoritative social group and

facilitate an understanding of how, if at all, the adolescents’ views of the earthquake were
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engendered and official conceptualizations were maintained. In this section, I describe
the three data collection techniques in more detail.

Drawings. For the drawings, the adolescents created illustrations of their
earthquake experiences in school. The work of Fothergill and Peek (2015) on the
experiences of Hurricane Katrina youth influenced the drawing prompts. It is important
to mention that while Hurricane Katrina was much more catastrophic than the Ware
earthquake, I believe the inquiries offered by Fothergill and Peek were useful to this work
given the mutual focus of study on the experiences of natural disasters and the young. In
borrowing from and expanding upon Fothergill and Peek, I asked the adolescents to
create one drawing in response to each of the following prompts (listed in no particular
order):

*  What or who helped you the most after the earthquake?

*  What was something difficult or hard that happened because of the earthquake?
*  What did the earthquake look like?

*  What was something good that came of out of the earthquake?

*  What did the earthquake feel like?

There were four major reasons why drawings were utilized in this work. First,
drawings are regarded as an effective way for the young to communicate and represent
their ideas in research (see Clark, 2011; Dyson, 1993). Second, the illustrations served as
a guide for the discussions that followed (Cele, 2006). Third, drawings have the ability to
evoke in-depth historical narratives and key details from young research participants
(Danby, Thorpe, & Ewing, 2011). As such, these artifacts were not analyzed but instead

used to help facilitate the youths’ narrative constructions of the past and trigger their
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reflections and memories of the earthquake they experienced in school. Lastly, drawings
were used in this investigation because these artifacts proved to be an effective method in
the pilot study on two counts: The illustrations offered an avenue for the participants to
creatively express themselves in an influence-free environment (as I was not part of or
present during this process) and provided insight into how the youth felt about and
perceived the earthquake. These same advantages were also evident in the larger
investigation.

Drawing protocol. Following the consent process, the adolescents were e-mailed
the illustration prompts, guidelines, and instructions. Specifically, the directions asked
participants to use one or more writing tools of their choice, submit the completed
drawings to me, and informed them that their illustrations would not be utilized for
purposes outside of this research study. Also, I requested that the participants complete
the drawings prior to the conversations as these artifacts were used as discussion guides.

Discussions. The term discussion was used purposefully here to align with
Bakhtin’s recognition that “the context of all discussions . . . encompasses the
surrounding voices that help shape, reconfigure, and constantly change the multivoiced
utterances” of the speaker (Valdes, 2004, pp. 66-67). Valdes (2004) argued that
educational spaces, such as schools, are no exception. Schools are a heteroglossic contact
zone where multiple and various languages and worldviews interact and intersect. Given
the focus of this work, discussions provided a means for uncovering the voices and
influential spheres that shaped the ways in which the focal youth communicated and

constructed their experiences of an earthquake in school.
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Discussions were held with the adolescent and WHS adult study populations from
June to July 2017. The main objectives of the discussions were to capture the utterances
of the subjects, explore the communication they use to describe the earthquake, and
facilitate their reconstructions (cf. Seidman, 2006) of the substantial transformation they
experienced in school. Given the focus of this work on the voices of adolescents, two
discussion guides were developed for each participant group (see Appendix D; more on
this to follow).

As outlined in the discussion guides, the adolescent and adult conversations
varied in three major ways outside of a slight variance in inquiries. First, for the
adolescents, the discussions were partly guided and facilitated by the illustrations. The
artifacts were used to engage the young by promoting their active involvement in the
discussions about their drawings and earthquake experiences (Clark, 2011). Also, the
illustrations were utilized as a plausible means for triggering the memories and mental
images of the focal youth and evoking in-depth discussions about their earthquake
experiences (Danby, Thorpe, & Ewing, 2011; Fothergill & Peek, 2015). Secondly, I
sought to understand how the adolescents communicated through social media by asking
for screenshots or access to (e.g., by “friending” the subjects on Facebook) their virtual
accounts. Thirdly, during the third conversation, the youth were shown brief media clips
to engage them in a further reflection and conversations about what they recalled from
their earthquake experiences in school (for specifics, see the discussion guides). These
particular clips were selected because they showed exchanges between official sources

that essentially revealed their experiences of the earthquake, provided insight into the
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effects of the earthquake on Ware and how the locals responded, and exposed the
response and dialogue of reporters after first learning about this rare event.

The discussions followed the in-depth and phenomenologically based three-
interview series offered by Seidman (2006) in order to understand the experiences of the
subjects. One of the main intents in using Seidman’s model was to gather an
understanding of the contexts, experiences, and reflections of the adult and adolescent
subject populations. Following Seidman’s approach, three different but connected
discussions were held with the participants. Each discussion was orchestrated with a
specific and distinct goal in mind.

The first discussion attempted to discover the context of the subjects’ experiences
(Seidman, 2006). In alignment with Seidman’s (2006) three-series approach, the goal of
this initial meeting was to gather a brief insight—covering the time period just prior to
the earthquake to the present—into the lives of the participants. During the first
discussion, I asked the subjects about their past lives, relationships with others,
engagement in school activities, among other contextual factors.

The second meeting built upon the first discussion by facilitating the participants’
reconstructions of the substantial transformation they experienced in school (Seidman,
2006). In further alignment with Seidman’s (2006) three-series approach, the second
meeting sought to unearth details about the experiences of the subjects. This discussion
involved prompting the participants to reveal their opinions of this experience but not
asking for this information outright, per the recommendation of Seidman. Some of the
inquiries included in the second discussion asked the subjects to reconstruct the day of

the earthquake (from the time they woke up until the time they fell asleep) and provide
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insight as to what it was like to experience school in a substantially transformed setting,
particularly as an individual in his or her institutionally based position (e.g., student,
teacher, and so forth).

The third discussion built upon the foundations established by the first two
conversations by asking the subjects to reflect on the earthquake experience (Seidman,
2006). Following Seidman’s (2006) approach, this meeting drew on the contextual
factors the youth shared in the first discussion and facilitated the young’s reflections of
the earthquake to understand how this experience contributed to, shaped, or influenced
the present situations of the adolescents, if in any ways at all. This discussion included
questions such as, “What does it mean to you to have experienced such a rare yet
substantially transformative event of nature in high school?”

As evident through this inquiry, the discussions were comprised of a series of
open-ended questions (Seidman, 2006). Following Seidman’s (2006) three-interivew
series approach, the discussions were loosely framed by the guides, which were mostly
used to establish the aim or intent of the meetings. Predominately, the discussions built
upon what the subjects shared in previous conversations; this structure allowed for an in-
depth exploration of their responses and a clearer understanding of their experiences to be
gleaned. It is important to note that some of the inquiries included in the adolescent
discussion guide were pilot tested. The final list of questions included in this guide were
revised based on the understandings gained from the exploratory study, the focus of this
research, and feedback from supervising faculty.

Discussion protocol. The discussions lasted approximately 90 minutes total, were

held in a convenient location (options included in-person, FaceTime, or via Skype) for
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the participant. Based on the availability of the subject, discussions were divided into
three separate meetings, each lasting 30 minutes in duration. If three meetings were
preferred, I tried (based on the availability of the participant) to follow Seidman’s (2006)
advice and schedule the discussions three to seven days apart from one another.
Alternatively, if it was more convenient for the subject, one meeting—Ilasting
approximately 90 minutes in duration—was held to cover all three components of
Seidman’s three-interview series.

The discussions were digitally recorded to ensure accuracy in the capturing of the
subjects’ responses. To respect subject privacy and ensure data confidentiality, each
participant was assigned a number that served as a unique identifier and link to the
collected data. At the beginning of each discussion, the subjects were asked to state this
identifier which ensured no identifying information (e.g., their birth name) was recorded.
All transcripts were typed using pseudonyms. The identity key was kept in a password-
protected virtual Google Drive folder (that was separate from the hard-copy and
electronic files).

Media discourse analysis. To gain an in-depth understanding of the official
discourse outside the school, media reports of the Ware earthquake were examined.
Through the analysis and documentation of news footage, I compiled a list of the
utterances utilized to report the occurrence of the Ware earthquake. The data gleaned
from the adult voices were juxtaposed with the utterances of the Ware youth to uncover
traces of others—with a particular focus on the official discourse—and gain an
understanding of how the adolescents’ conceptualizations of the earthquake were

possibly engendered and official languages and views were maintained.
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Protocol for media data. To locate news sources, Google searches were
conducted on my personal, password-protected computer. On this device, clips were
watched to determine if they met the criteria for inclusion which included a broadcast
area of the central-eastern part of the US and a demonstrated ability to provide an in-
depth narrative of the Ware earthquake. The selected clips were transcribed and analyzed
using the steps detailed in the subsequent data analysis section.

Data management. A number of steps were taken to manage the data collected
for this study. First, following the collection of the drawings, I began to assemble folders
for each participant by number and in hard-copy and electronic formats. Hard-copy files
were kept securely in a lock box of which I only knew the passcode and had access to,
and any electronic information was stored on my personal password-protected computer
and dually supported on my external password-protected hard drive. As a precautionary
measure, the drawings were scanned and stored in the participants’ electronic folders on
my personal computer and dually supported on an external hard drive.

Additionally, following each discussion, I downloaded the audio files to my
computer and manually transcribed the interviews on my password-protected personal
computer. It is important to note that external support was not sought to assist with the
transcription in an effort to allow for a deep immersion in the interview data. The
transcripts were stored on my personal computer and backed-up on an external hard drive
as a precautionary measure. Following transcription, each participant received a copy of
the transcript via email to check for accuracy in their responses. This message was sent
from my university-issued personal Gmail account and securely using Criptext. Once the

requested changes, if any, and approvals to the transcripts had been made/relayed, the
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approved transcripts were added to the participants’ electronic and hard-copy folders. At
this time, the recordings were also deleted from the recording device/application. It is
important to note that the digital recordings were only used for transcription and analysis
(this information was relayed to the participants via the consent form).

A slightly different management process was followed for the media data. Notes
gleaned from my analyses of the news clips were stored on my password-protected
personal computer and backed-up on a password-protected external hard drive. This drive
and the files were only accessed by me, and the data retrieved from these clips were only
used for this research. Pseudonyms were used to protect the privacy and identity of the
examined news outlets and correspondents.

All files were kept until the research initiative was complete. Following a
successful defense of this study, all electronic and virtual files and the external hard drive
were erased. Electronic files were deleted by moving them to and then emptying the
trash. Deleting the identity key (the only document stored virtually) was completed by
pressing the delete button. The hard-copy documents were shredded at a secure location.

Data organization and analysis. Bakhtin (1981) offered a conceptual and
theoretical toolkit for disentangling the complexities of the social world(s) of adolescents.
Bakhtin’s theories provided ways for uncovering and understanding the interactions and
intersections of adolescent speakers with and in their social worlds and shed light on the
manners in which the utterances and worldviews of youth, as a result of their experiences
and plausible discursive influences in these contexts, were constructed. Specifically, this
study drew upon Bakhtin’s theory of communication to reveal and explore the ways in

which adolescents negotiated, preserved, subverted, and/or displaced the official
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language of the Ware earthquake and voiced their experiences of this substantial
transformation in school.

Recall that one goal of this study was to employ a unique and unofficial (Bakhtin,
1981) analytical method to discover the multiple and various ways in which adolescents
voiced their earthquake experiences. In keeping with this objective, I created an
analytical approach for this research using the data collected from the youth in the pilot
investigation and a lengthy media clip from a mainstream East Coast news outlet that
covered the Ware earthquake. Using these two sources, I conducted a preliminary
examination of the data through a Bakhtinian lens and formulated the following steps and
tools which were used to guide the analysis of this study.

To prepare for and facilitate the examination of the data, four tools— Table 1,
Table 2, Table 3, and analytical memos—were created. Table 1 was mainly utilized for
transcription and an initial reading of the data, Tables 2 and 3 were employed for
purposes of analysis, and the memos were primarily for jotting understandings gleaned
from examinations of the collected utterances. In the following section, Tables 1, 2, and 3
and the analytical memos will be described in more detail, in the order that they were
employed.

First, it is important to mention that in these tools, various styles were used. These
notations are explained in the key in Appendix E. In addition to these styles, each
participant was assigned a color to facilitate the examination of the data. All of the
subject’s utterances were transcribed, and throughout the analysis process, the data were

maintained in the speaker’s designated color.
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Transcription and Table 1. The analysis phase began by transcribing the audio
data from the selected media clips and the recorded conversations with the adult and
adolescent subjects. The transcriptions were organized in Table 1 (one per participant).
This table was comprised of the numeric identifier (i.e., the first letter of the speaker’s
pseudonym and the conversational turn); the subject’s utterances; and my initial
reflections, hunches, reactions, and questions in regards to the data.

Following transcription, the Table 1 data were read line-by-line. This initial
reading involved identifying data based on Bakhtin’s (1981) theory of communication
and preparing these selected utterances for analysis (by bolding them; more on this to
follow). The ideas of Bakhtin were used as a guide for identifying what counted as
“good” or “appropriate” data (St. Pierre & Jackson, 2014). According to St. Pierre and
Jackson (2014), using theory first allowed me to “do more with less” (p. 715) and
resultantly determine rich and relevant data. In addition to identifying excerpts that
aligned with the theoretical framework of Bakhtin, utterances deemed interesting,
important, or particularly noteworthy—based on their alignment to the focus of the
proposed investigation—were bolded (using the styles listed in the key). It is important to
note that highlighted utterances included linguistic units (e.g., sighs and words) or groups
of units (e.g., phrases or sentences) that demonstrated a completion of thought (Shields,
2007).

Analytical memos and Table 2. Following this initial reading, the bolded data
were split between analytical memos and Table 2. The reason for this division of data
was to allow for a second and closer analysis of the utterances. Here both the analytical

memos and Table 2 will respectively be discussed.
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The main purpose of the analytical memos was to include my thoughts, inquiries,
and understandings of the data in light of the examination of the utterances, research
questions, and study purpose. In fact and in following the guidance of Rossman and
Rallis (2003), memos were a part of the data collection and analysis processes, and not
just in this step, to jot notes of any emerging ideas or understandings that supported my
examination and comprehension of the data. For instance, as the analysis progressed, |
expanded the memos to include

* relationships of the data to the reviewed literature and guiding theories;

* descriptions of understandings gleaned from my examinations of the data;

* relevant data excerpts to support the findings and answer the research

questions; and

* ideas pertinent to how the communication of the youth was similar, different,

related, or patterned when compared to official and other unofficial utterances.

In tandem with the creation of the analytical memos, Table 2 was populated. The
main purpose of Table 2 was to conduct a deep and individual examination of the
utterances of each participant. To allow for a more thorough analysis, the collected
utterances were read again, and excerpts considered less interesting, unimportant, or
irrelevant were removed. In addition, data that included more than one idea were
rechunked or separated based on demonstrated completions of thought.

The areas of analysis in Table 2 included a number of elements deemed essential
based on Bakhtin’s (1981) theory of communication. Specifically, Table 2 was comprised
of selected or chunks of utterances and corresponding initial reflections (bolded and

jotted in Table 1); topics and intentions (i.e., the subject of the utterance and the rationale

94



of why the language was constructed; Bakhtin, 1981); worldviews; and social, contextual,
and historical factors (adolescents only). Given their importance to Bakhtin’s theory of
communication, worldviews and social, contextual, and historical factors will be
elaborated upon here.

In Table 2, I began to jot reflections and notes on the worldviews depicted
through the voices of the subjects. Recall from Chapter 2 that worldviews could be an
embellishment of the earthquake or a perception of the experience as scary, for instance.
Identifying the worldviews of the subjects was considered pertinent given Bakhtin’s
(1981) assertion that through language the perspectives of others could be assimilated or
adopted as one’s own.

Also, in this table, the social, contextual, and historical factors of the youths’
utterances were pinpointed. In alignment with Bakhtin (1981), here I was particularly
interested in who was speaking, how the utterances of the speakers may have been
shaped based on previous communication with and by other interlocutors, the context of
the exchange (e.g., What is happening at the moment of the utterance?), and any
recognized powers (of and in the past) revealed through the voices of the adolescent
subjects. Recall that Bakhtin viewed every utterance as populated with social, historical,
and contextual factors; thus, by recognizing these elements, I sought to gain insight into
the social spheres of influence in the communication of adolescents, and how these forces
may have shaped the language and worldviews of the youth speakers.

Table 3. Following the population of Table 2, the data included here were
dropped into a different table, named Table 3. With this step, there was an additional and

collective reading of the utterances. As before, this reading involved removing data
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deemed less interesting, unimportant, or irrelevant and rechunking the utterances based
on demonstrated completions of thought.

The main intent behind Table 3 was to cluster the official utterances (in one
workbook) and group the unofficial communication together (in another workbook). In
other words, each Table 3 (there were two in sum, one for each social group) answered,
“What was the official discourse?” and “What was the unofficial discourse?”” Recall that
this study looked at the participants as social groups so combining the utterances of the
youth and separately joining the communication of the adults were key to discerning
similarities and differences between the discourses of the official and unofficial social
worlds.

To allow for a collective analysis of the official and unofficial data, Table 3 was
comprised of a number of elements: topics and intents (pulled from Table 2), utterances
(original quotations were maintained throughout), key themes/trends (similar worldviews
and content expressed by speakers of the same social group), other notes (new or
previously generated ideas from Table 2), voice (s; more on this to follow), and the name
of the speaker (to allow for a sorting of the data by speaker; more on this to follow).

Additionally, in Table 3, data excerpts were highlighted (using the styles listed in
the key) to indicate the type of discourse demonstrated in the utterances of the
adolescents. This step involved juxtaposing the youth’s utterances to the communication
of the adults; in this comparative analysis, excerpts were identified as a ventriloquation,
appropriation, hybridization, creation, or resistance. The main focus of this data contrast
was to identify where, when, and how impressions of adult voices were evident and not

apparent in the unofficial discourse and essentially uncover understandings germane to
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the first research question which sought to discern the manners in which the youth
communicated the earthquake experience.

With this in mind, it is essential to provide a clear explanation as to how
Bakhtin’s (1981) constructs of discourse were recognized and distinguished in this work
(see Appendix F). Therefore, here I will revisit the meanings of ventriloquation,
appropriation, and a hybridization, creation, and resistance of discourse. In addition, I
will elucidate how these constructs informed the analysis.

First, I will start with ventriloquated utterances which were identified based on
demonstrations of mimicking or repetitions without an apparent display of understanding,
or if, in other words, the utterances of the adolescents embodied the same meanings,
beliefs, and perspectives as the official discourse (gleaned from the adult discussions and
media discourse analysis; Bakhtin, 1981). Along these lines, ventriloquations were the
unfamiliar and foreign use of the words of others (cf. Hsu & Roth, 2012). Pinpointing the
ventriloquated utterances revealed the ways in which the focal youth preserved the
official discourse in the communication of their experiences.

Comparatively, appropriations were detected when adolescents drew on the
official language for their own purposes. That is, appropriations were identified as the
communication of an official word with the same usage as the adult social group but with
a sense of familiarity (i.e., no conveyed sense of hesitation or uncertainty). Looking for
appropriations in the communication of the youth exposed how the young subjects
maintained the official language of the WHS adults and the media.

Unlike appropriations, hybridizations were blends of two previously disconnected

languages (Bakhtin, 1981) that were unique to different social groups. In essence,
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hybridized communications were recognized as fusions of an authoritative word with an
internally persuasive discourse. Identifying hybrids revealed how the youth negotiated
and blended discourses to voice their earthquake experiences.

In addition to hybrids, I examined the data for subversions which were identified
as discourses that were created or resisted (Bakhtin, 1981). Creations were recognized as
the familiar and certain communications of novel or unconventional languages, and
resistances were utterances that revealed new or different meanings or worldviews than
those of the authoritative social group. Recognizing instances of created or resisted
communication sought to reveal how the youth subverted the discourse of the official
social group to express their experiences of a substantial transformation in school.

The insights gained from identifying the utterances as a ventriloquation,
appropriation, hybrid, or subversion illuminated the findings to the second research
question which sought to pinpoint the spheres of influence of the adolescents. Each type
of utterance was examined in a different manner based on how it was typified in the
previous step. For instance, the ventriloquated, appropriated, and hybridized
communications were analyzed to pinpoint official influences in the discourse of the
youth. Along these same lines, I assessed the internally persuasive discourse, in other
words, the hybridized, created, and resisted language of the youth to determine the
unofficial spheres that were influential in shaping the voices of the adolescents. If
impressions of others were recognized, this information was jotted in the voice column of
Table 3 and cross-referenced with the youth’s analytical memos to determine if the

understandings gleaned from the data corresponded with the insights the adolescents
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shared in regards to their social circles and information sources during the time of the
earthquake.

Here it is important to note that unlike the previous modes of organization (i.e.,
Microsoft Word documents), Table 3 was an Excel worksheet. Therefore, once Table 3
was populated, I was able to use the filters—provided in Excel—to glean similarities,
relationships, differences, and patterns in the data and essentially, untangle the
communication of the unofficial social groups in various ways. For instance, during the
analysis phase, I sorted by voice to determine the manners in which the adolescents drew
on a particular speaker of the official discourse. As another example, I filtered the
utterances by topic to uncover relationships in the data, based on the intent of the
communication. This juxtaposition of the data continued by adjusting the filters in a
number of ways to further understand how the youth expressed their earthquake
experiences and moreover, to identify which social groups were influential in the
communication of the adolescents. The findings deduced from this examination were
jotted in the form of analytical memos.

Also, using the spreadsheets—which organized the unofficial utterances by
discourse type—I examined the ventriloquated, appropriated, hybridized, created, and
resisted language of the youth. The purpose of this step was to look for patterns in the
utterances. For instance and in part, I sought to answer questions such as “How did the
youth ventriloquate the official discourse?”” and “What did the adolescents do when
resisting the official language?” Understandings gleaned from answering queries similar

to these questions for each discourse type were noted in the form of analytical memos

99



and utilized to shed light on the first research inquiry which sought to identify how
adolescents expressed their earthquake experiences in school.

Tones. In addition to analyzing the data using the various filters in Table 3, the
utterances of the youth were studied for the tones in which they were communicated their
earthquake experiences. Recall from Chapter 1 that tone is an attitude expressed through
the diction, conveyed perspective, and choice of language of the speaker (cf. Wertsh,
1991). In light of this definition and the focus of this investigation on voice, the tones of
the unofficial utterances (populated in Table 3) were analyzed. For this reason and in
light of Bakhtin’s (1981) theory of communication, I perceived the tone of an expression
to be a key component to understanding language, particularly when seeking to discern
the worldview(s) discursively conveyed. As such, the unofficial utterances were analyzed
to pinpoint the youth’s tones; this process will be detailed next.

To specify the intonations of the unofficial data (in Table 3), I examined each
utterance and determined the tone (e.g., tranquil, frightened, sympathetic) that was
expressed. Once labeled, the tones were identified as negative, positive, or neutral. Here
negative tones were understood as utterances that lacked positive qualities such as
optimism or excitement or expressed oppositional intonations and attitudes.
Comparatively, utterances with positive tones were identified as communication that
exuded constructive or good intonations, and neutral tones were utterances that expressed
neither positive nor negative attitudes. Next, I generated a list of the tones (in the form of
an analytical memo) communicated for each discourse type which was then examined to

pinpoint intonations that were particularly interesting or important. The tones considered
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noteworthy were highlighted in the analytical memo and included as part of the major
findings (which will be discussed in detail in Chapter 4).

As just described through the aforementioned and various steps, the
understandings—gleaned from the individual examinations and collective juxtapositions
of the adolescent and adult data—were noted in analytical memos throughout the entire
analysis process. Recall that in this work, I sought to follow the guidance of Rossman and
Rallis (2003) who advised that creating analytical memos should be an ongoing practice
that commences during the first step of the analysis and continues into the writing phase.
As such, the memos generated throughout this study were used to help create mosaics—
as a form of data representation—and guide the reporting of the research findings.

Data representation. Relevant data excerpts were electronically arranged (in
Coggle, a mind-mapping web application; Phillips, 2006) as a map. One map (also called
a mosaic; more on this to follow) was engendered per research question (comprising a
total of two maps). One mosaic was created in response to the first research inquiry:
“How did adolescents express their experiences of an earthquake in school?”” This map
illustrated the utterances of the official discourse that were negotiated, maintained, or
mimicked by the focal youth and those that were displaced, blended, subverted, or
engendered through an internally persuasive discourse. Too, this mosaic revealed the acts
of the adolescents when communicating their earthquake experiences.

An additional map was constructed to answer the second research question:
“During times of a substantial transformation, what were the spheres of influence of
adolescents in the social context of the school?”” This map illustrated the official and

unofficial spheres of influence revealed through the voices of the youth. Additionally,
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this mosaic featured the utterances and intentions of the youth when influences of other
social groups were evident.

The maps were referred to as mosaics (cf. Shields, 2007) based on the
resemblance of these pieces of art to the mutual existence, intersection, and interaction of
multiple languages, perspectives, and worldviews described by Bakhtin (1981). I viewed
mosaics—pictures or designs of closely arranged, small, and colored pieces of concrete
material—as quite similar to the social worlds depicted by Bakhtin. In mosaics, multiple,
fragmented, and colorful elements are arranged that together represent a comprehensive
picture. In the same way, Bakhtin characterized social worlds as comprised of various,
diverse, and hued languages and perspectives that intersect and interact to form and
illustrate a multitude of discourses and worldviews. The description provided by Shields
(2007) of the interplay of multiple languages as a mosaic combined with my intent to
approach and execute research in nontraditional and novel ways influenced my gestation
to utilize this image to represent the voices of the focal youth.

Instead of stones, tiles, glass, or pebbles—typical materials and decorations used
to cover the surface of mosaics—different colored lines were employed to show how and
the ways in which the focal youth communicated their experiences of an earthquake in
school. Lines were an appropriate mode of representation given the similarities of these
figures to Bakhtin’s view of languages. Just like lines (e.g., the Silver Line), languages of
distinguishment are named (e.g., English). Some lines are straight—analogous to the
ventriloquation of languages where words move directly from the mouths of one speaker
to another—and some are windy and intertwined with others. The latter two are similar to

appropriation and stratification in that these concepts involve the wrestling,
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entanglement, and navigation of the interplay of past and present languages respectively.
In addition, lines are akin to languages in that they are never ending; for instance, lines
flow down one road to another just as languages move from the mouth of one speaker to
the next. Too, lines combine—creating texture—which is synonymous to the manner in
which the voices, intentions, and contextual nuances of the past (Kalman, 2004; Mishra,
2015) characterize languages. Lastly, just as the location of a line can form separations or
merges, languages have the ability to divide or unify preexisting notions held by a
speaker.

It is important to note that these views are just “an image of thought” (Deleuze &
Guattari, 1980/1987, p. 25) or in other words, a snapshot of reality in a particular point in
time and place. Bakhtin (1981) believed that multiple voices and perspectives, such as the
ones revealed in this study, do not embody the truth. For Bakhtin, truth could only be
achieved through a “collective search for meaning” (Shields, 2007, p. 170). As this study
was an individual inquiry and not a quest of the entire examined community, this inquiry
should be not thought of as a truth but instead as a situated vignette of adolescents’
experiences of an earthquake in school.

Chapter Summary

This chapter provided insight into the methodological foundation to pursue two
research inquiries: “How did adolescents express their experiences of an earthquake in
school?” and “During times of a substantial transformation, what were the spheres of
influence of adolescents in the social context of the school?”” To explore these questions,
I drew on a branch of discourse analysis—trecognized as discursive psychology

(Jorgensen & Phillips, 2002)—to conduct an in-depth examination of the voices of
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adolescents who experienced an earthquake in school. Specifically by drawing upon
Bakhtin’s (1981) theory of communication, I explored and revealed the ways in which
adolescents negotiated, preserved, subverted, and/or displaced the language of others—
and particularly the official discourse of the Ware earthquake—and voiced their
experiences of a substantial transformation in school. Through this approach, I
discovered and represented the traces of the authoritative discourse and how the
adolescents’ conceptualizations of the earthquake were at times engendered and official

conceptualizations were maintained.
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Chapter Four: The Findings

Overview of Study

This study examined the voices of adolescents who experienced an earthquake in
school. Guided by Bakhtin’s (1981) theory of communication, this qualitative inquiry
sought to explore and reveal the ways in which adolescents negotiated, preserved,
subverted, and displaced the language of others—and particularly the official discourse of
the Ware earthquake—and voiced their experiences of a substantial transformation in
school. Specifically, this research investigated two questions: “How did adolescents
express their experiences of an earthquake in school?”” and “During times of a substantial
transformation, what were the spheres of influence of adolescents in the social context of
the school?” To explore these queries, I drew on a branch of discourse analysis—
recognized as discursive psychology (Jorgensen & Phillips, 2002)—to conduct an in-
depth examination of the voices of adolescents who experienced an earthquake in school
through drawings, a media discourse analysis, and discussions. An analysis of the
unofficial voices uncovered the ways in which the adolescents ventriloquated,
appropriated, hybridized, and subverted the official language, and at the same time, drew
on the discourse of both official and unofficial spheres of influence in the communication
of their earthquake experiences.
Introduction

Chapter 4 is comprised of three major segments. This chapter will open with an
extension of the drawings, discussions, media discourse analysis, and subjects introduced
in the methodology section of Chapter 3. Additionally, the findings to the first research

question—“How did adolescents express their experiences of an earthquake in

105



school?”—will be presented. This chapter will conclude with a discussion of the results
to the second inquiry: “During times of a substantial transformation, what were the
spheres of influence of adolescents in the social context of the school?”

Data Collection and Organization

This first section of this chapter will detail the data collection and organization
processes. Specifically, the duration, timing, and location of the data collection activities
will be provided. In addition, I will present the information produced from each data
collection method and detail how the utterances were organized to prepare for the
subsequent analysis.

Drawings. As discussed in Chapter 3, drawings were used to facilitate the
discussions with the adolescents. After the consent process and prior to our first meeting,
each youth participant completed five drawings—one in response to each of the
following queries:

*  What did the earthquake look like?

e What or who helped you the most in school after the earthquake?

*  What did the earthquake feel like?

*  What was something difficult or hard that happened in school because of the

earthquake?

*  What was something good that happened in school because of the earthquake?
During the discussions, the adolescents were asked these questions. While responding to
these queries, the youth participants often referred and spoke to their drawings which
resultantly were considered a creative expression of their linguistic responses (more on

this to follow in the next chapter).
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Unofficial discussions. Guided by the illustrations, the discussions with the youth
were a main source of data collection for this study. Conversations were held with both
the adolescent and WHS adult study populations. The discussions with the adolescents
will be detailed first.

Based on subject preference, one or three conversations were held with the youth.
Four of the five youth participants chose to engage in one (timing was approximate and
varied based on the participant) 90-minute conversation with me (as the primary and sole
researcher). Only one adolescent opted to meet for three separate (i.e., over a period of
three consecutive days) interconnected (see Seidman, 2006) sessions (each lasting
approximately 30 minutes in duration); between each of these meetings, new questions
were generated for the subsequent discussion based on the previous conversation.

For the discussions, the youth were offered options to meet in-person or virtually
via FaceTime or Skype. One adolescent selected an in-person meeting, and the other four
youth opted for FaceTime. The one in-person meeting was held at the Ware County
Public Library (per the preference of the participant) in a private meeting room.

Discussions were held from June to July 2017. The main objectives of the
discussions were to capture the utterances of the adolescents, explore the communication
they used to describe the earthquake, and facilitate the youth’s reconstructions (cf.
Seidman, 2006) of the substantial transformation they experienced in school. The
discussions with the adolescents yielded 25 drawings—which as mentioned were not
used as part of the analysis but instead employed as discussion facilitators—and a total of
547 raw utterances (average of 109 completed dialogic thoughts per subject) which were

subsequently read and reviewed during the data analysis phase.
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Organization of unofficial discussion data for analysis. The insights gleaned
from the discussions and the verbatim utterances collected from the youth were split
between analytical memos (more on this to follow) and Table 2 (see Chapter 3) for
further examination. The main reason for this division was to separate collected data
pertinent to their experiences from that related to their personal information (e.g., current
status and future plans), social histories (e.g., who they talked to about the earthquake),
and perspectives of the media (more on this to follow). Sorting the data allowed me to
hone in on the purpose of the first research question—to examine the youth’s expressions
of their earthquake experiences—and simplified the analysis process for the second
inquiry which sought to identify the spheres of influence in the voices of the adolescents.

Following the initial reading of the data, 284 utterances were dropped into Table
2. Once Table 2 was populated, the information included here was read again. Upon this
review, data were removed, streamlined, and rechunked (for more details, see Chapter 3).
The simultaneous cleaning and streamlining of the data yielded 352 utterances—
populated in Table 3—which were subsequently reviewed for traces of namely the
official social world but also unofficial influences (more on this to follow). At times, one
utterance applied to and thus was grouped with more than one discussion topic. Once
these data excerpts were sorted, 290 utterances remained in Table 3.

Recall that insights gleaned from the unofficial utterances were jotted in the form
of analytical memos (Rossman & Rallis, 2003). One analytical memo was created for
each adolescent to support the examination and comprehension of the data. Specifically,
and following data collection, the youth’s analytical memos were populated to include

* discussion jottings,
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* background and/or personal information (e.g., current status [full-time student
and/or employed] future plans, professional and/or academic aspirations),

* the unofficial viewpoints and reliance on the media (e.g., the sources the subject
relied on, why the adolescent consulted particular news outlets, and insights the
youth typically learned from them), and

* the interlocutors they conversed with about the earthquake.

Official discussions. In addition to the youth, discussions were held in June 2017
with a WHS adult study population (comprised of three subjects; more details on this
segment of the official social group to follow). The main objective of the discussions
with the WHS adults was to capture the communication they used to describe their
experiences of the Ware earthquake. Just like the youth, one or three conversations were
held with the adults based on their individual preferences. All of the adult subjects chose
to engage in one (approximate duration varied based on participant) 90-minute
conversation. Similar to the adolescents, the adults were also given the option to meet in-
person or virtually via FaceTime or Skype. Per the preference of the subjects, two
conversations were held via FaceTime, and the other discussion was in-person and
conducted at the home of the adult participant.

Organization of official discussion data for analysis. The discussions with the
three WHS adult subjects yielded a total of 196 sizeable pieces of data that were read and
reviewed as part of the analysis process. Similar to the youth, the data were split between
analytical memos (more on this to follow) and Table 2 (see Chapter 3) for further
examination. Following the initial reading of the data, 149 utterances were dropped into

Table 2.
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Three analytical memos—one for each WHS adult source—were created. In the
analytical memos for the official subject population, I mainly jotted biographical and/or
background information. Specifically, these memos included data such as but not limited
to previous and current residencies and school positions.

Media discourse analysis. In addition to the WHS adults, the voices of media
sources that reported the Ware earthquake were examined as part of the official social
group. The purpose in analyzing these reports was to compile a list of utterances the news
utilized to broadcast the occurrence of the Ware earthquake. Specifically, from May to
June 2017, I observed three mainstream media reports that were broadcasted by two
different East Coast-based major news outlets (each network was considered one
secondary data source; more on this to follow). It is important to note that two reports
from one news source were examined in an effort to expand the set of collected
utterances from the voices of the media. For anonymity purposes, the news sources will
be referred to here by their station pseudonyms: BCN and BCS (more details on these
sources will be provided in the next section). Here the focal clips aired by these networks
and included in this investigation will be introduced.

The first clip examined as an official voice was aired by the BCS network. This
broadcast described how Ware responded (e.g., closed schools) and shared the locals’
feelings about the aftershock that struck while a BCS reporter was in Ware covering the
earthquake story. This clip included camera footages—obtained from local businesses—
of the tremors shaking and jolting the interiors of various stores in the Ware area.

In addition to the BCS broadcast, two clips aired by the BCN network were

reviewed. The first focal BCN broadcast (referred to here as BCN1) featured three
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reporters discussing the Ware earthquake from New York City. In this segment, the
reporters gathered insight from affiliates in major cities—namely Washington, District of
Columbia (DC) and New York City—to discern how they were impacted and had
responded (i.e., evacuations) to the earthquake. In the second BCN clip (named BCN2), a
conversation between two news correspondents was presented. In this broadcast, one
Miami reporter engaged in a live discussion with a Washington, DC correspondent;
during this conversation, the Miami-based reporter inquired about what the DC
correspondent experienced during the earthquake while simultaneously sharing reports
from viewers who had e-mailed and phoned in their earthquake stories from various
locations up and down the East Coast. It should be noted that this particular clip was
filmed minutes after the earthquake; therefore, a significant number of details about the
event were not confirmed at this time.

In addition, it is important to mention that the youth participants were shown
portions of the BCS and BCNT1 clips (for specific times, see the adolescent discussion
guides) during the conversations. Subsequently, the adolescents were asked to share their
thoughts on the Ware earthquake reports in these identified segments. This particular
insight—gleaned from the adolescents—helped identify traces of the official media
discourse in the unofficial communication and understand the youth’s reliances and
views of the news as an information source.

Organization of media data for analysis. A total of 157 data excerpts were
collected from the media discourse analysis. These utterances were subsequently read and
reviewed during the data organization and analysis phases. Similar to the process for the

unofficial utterances, the data were split between analytical memos and Table 2 for
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further examination (more on this to follow). Following the initial reading, 136 utterances
were dropped into Table 2 (with the existing WHS adult data), and two analytical memos
(one for BCS and another for BCN) were created with information about the examined
clip and the affiliated media network (e.g., clip title and shoot location).

Once the WHS adult and media data were joined in Table 2, this comprehensive
set of official utterances was read again and upon this review, data were removed,
streamlined, and rechunked. It is also significant to note that utterances that applied to
more than one topic were listed with each relevant area and as a result, were included in
the data set more than once. This simultaneous cleaning and streamlining of the data
yielded a total of 319 official utterances—gleaned from both the WHS adults and
media—that were populated in Table 3.

Subjects

This section describes the subjects of the study. To investigate the research
questions, I examined the utterances of two different social groups: adolescents and
adults. Their voices respectively embodied the unofficial and official discourses.
Subsequently, starting with the focal youth, each social group will be discussed in detail.

The unofficial voices. Primarily, this study centered on the voices of five
adolescent subjects. The youth participants were selected in light of their ability and
willingness to participate in all data collection activities. The adolescents were recruited
via e-mail. This communication was only sent to graduates of the 2014 and 2015 classes
given that they were enrolled at and likely physically in the WHS brick-and-mortar

building during the time of the earthquake.
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Specifically, this unofficial group was comprised of five female WHS
graduates—from the 2014 and 2015 classes—who were in the high school during the
Ware earthquake. At the time of data collection, all youth participants were rising juniors
or seniors in colleges and universities across the state. All of the youth subjects who
participated in this study met the criteria for inclusion.

In this section, more insight into the lives of the focal youth will be presented to
reveal the social, historical, and contextual circumstances of the adolescents during and
after the Ware earthquake (cf. Bakhtin, 1981). This information imparted understandings
germane to the second research inquiry which sought to identify the spheres of influence
in the communication of the youth.

Each subsequent segment—dedicated to one participant—will open with a brief
review of the current status of the adolescent at the time of the study. This information
will be followed by the youth’s relationship to and view of Ware and will conclude with a
discussion of their high school experiences. It is important to note that all participant
names have been changed to protect the anonymity of the subjects.

Elsie. At the time of study, Elsie, a rising junior at a nearby in-state public
university, was pursuing a major in history and a minor in theater. The following
academic year would be Elsie’s first year at this large state university, as she spent the
past two years attending a local community college while working as an assistant teacher
at a private day school, owned and managed by her parents. In addition to working as an
assistant day care teacher, Elsie shared that in her free time, she liked to tend to her
family farm; participate in Renaissance and Colonial Fairs as a dancer, actress, and

singer; write songs; teach private guitar lessons; and craft soaps, lotions, potions, and
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other natural products to sell in local boutiques. Elsie expressed that after college, she
would like to continue and combine these interests by restoring colonial plantation houses
at a living history museum located outside of Ware.

Moving outside of Ware would be a new experience for Elsie as she has lived in
the rural town her entire life. During our conversation, Elsie mentioned that she has
always enjoyed the “everyone-knows-everyone” vibe that the small-town atmosphere of
Ware provides. Elsie described Ware as a place where “people help their neighbors and
want to lend hands” and as such, a town with a strong sense of community. Given the
view she held of Ware as a small and caring place, Elsie has enjoyed growing up and
living in Ware over the past 20 years.

As a student at WHS, Elsie could be described as a well-rounded learner whose
high-school tenure included challenging herself by enrolling in enrichment courses,
mentoring underclassmen, and participating in a variety of fine and performing arts
engagements. In addition, Elsie was involved in groups based on her academic
achievement and interests in music and school service. These organizations included the
National Honor Society, TriM Music Honor Society, International Thespian Society—
where she once held the position of president—and the Kick-off Mentor group. While
listing the associations of which she was a part, Elsie shared that she found solace in the
theater and music groups after experiencing friendship difficulties during her freshman
year of high school (which coincided with the time of the earthquake).

Withal, it is important to mention that the year that Elsie started high school, the
Ware earthquake struck. Therefore, Elsie spent all four years attending classes in the

modular units. The new brick-and-mortar high school did not open until the year after she
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graduated. Attending classes all four years in the pods was the case for most of the
participants in this study, including Gwen, who will be introduced next.

Gwen. Like Elsie, Gwen was a rising junior at a major public in-state university
where she was majoring in psychology. At the time of research, her future plan was to
continue her academic path in psychology at the graduate level but with a more narrow
and specific focus on mental health. With graduate coursework complete in mental health
psychology, Gwen shared that she aspires to become a Licensed Professional Counselor
(LPC).

Except when attending college, Gwen has lived in Ware her entire life. When
asked to describe her hometown, Gwen characterized Ware as a “middle-of-nowhere”
rural area. Like Elsie, Gwen grew up on a farm—encompassing 43 acres—where she
often spent her pastime raising goats and riding horses with her three siblings.

As a WHS student, Gwen could be characterized as a dedicated, enthusiastic
learner who engaged in numerous extra-curricular activities revolving around academia
(i.e., National Honor Society); dance; and livestock competitions, shows, and
organizations (i.e., 4-H, Livestock Club, Stockman’s Club, and the Horse and Pony Club)
throughout high school. Additionally, Gwen participated in community service activities
as a member of the Interact Club which completed two (one community and one
international-based) service projects per year. In terms of academic accomplishments,
Gwen was enrolled in Advanced Placement (AP) and Dual Enrollment (DE) classes
during her high school career and later graduated valedictorian of her class.

Lainey. Lainey, too, was a rising junior at a nearby in-state public university

where Elsie would also attend in the upcoming school year. When I spoke with Lainey,
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she was residing on campus for the summer to complete coursework as she had recently
declared a major in media studies. Unlike the other youth, Lainey had not yet decided on
a specific career path. Given that she just determined her major, Lainey wanted to spend
time exploring the field of media studies before pinpointing her future professional plans.

Lainey grew up in a home just 0.7 miles from the epicenter where she lived until
she entered college. When asked to describe what it was like to grow up in Ware, Lainey
characterized the county as a “very secluded,” “country,” “old-fashioned,” and a “small
town” that lacked “a lot of diversity.” When in Ware, Lainey felt isolated because the
county is nearly 60 miles from any major city and thus lacks many attributes that more
metropolitan areas have to offer like a heterogeneous population (in terms of race and
ethnicity).

In high school, Lainey could be characterized as an athlete and (what WHS
recognized as) a talented-and-gifted student with a wide social network of friends. Lainey
believed she had a favorable high school experience but felt the classes at WHS were not
challenging academically. When asked to elaborate upon what she meant by this, Lainey
shared that she “didn’t have to do much to do well”; in other words, she found the classes
at WHS to be quite easy. In terms of extra-curricular activities, Lainey was a three-sport
athlete as a member of the cheerleading, soccer, and track and field programs. In
addition, she was a member of the WHS Student Council Association (SCA). Given her
involvement in multiple sports and the student organization, Lainey viewed herself as
someone who had a lot of friends in a variety of what she described as “groups” in high
school. Similar to Elsie and Gwen, Lainey also spent all four years attending classes in

the modular units.
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Kera. Kera was a rising senior at a nearby in-state public university where Elsie
would be enrolled and Lainey also attended. At the time of the study, she was pursuing
two majors, one in kinesiology and psychology. Following graduation, Kera planned to
work as a rehabilitation aide for a year and then attend physical therapy school. In
addition to completing two majors, Kera was an active member throughout her college
career by cheerleading on the all-girls team for various sporting events including
basketball and football.

Like most of the other subjects, Kera has lived in Ware her entire life until
attending college. Kera described Ware as a “four-stoplight” small town that no one had
really heard of until the earthquake. Over the past several years, Kera has lived on the
campus of the university she attended at the time of the study. When we met, Kera shared
that she planned to continue to live in this college town while serving as a rehabilitation
aide and later attending the same university for physical therapy school.

Kera could be characterized as a zealous well-rounded student; at WHS, Kera was
an honor roll learner, cheerleader, and mentor for elementary-aged children through a
school partnership program that focused on character education. Kera, graduating as the
salutatorian of her class, described academics as being “very important” to her. As such,
Kera maintained that she always pushed herself to do well academically by being
enrolled in DE, AP, and honors courses throughout high school. Just as in college, her
passion for cheerleading was a prominent addition to her schooling; at WHS, she was an
active member of both the varsity and competition cheerleading squads. In addition to
cheerleading, Kera was involved in the Student Organization for Developing Attitudes

(SODA), which she described as “A group of kids that went to elementary schools and
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taught little life lessons like honesty, trustworthiness, responsibility, and things like that.”
Through this mentorship-like program, older students, like Kera, taught values-based
lessons to younger youth. It was within these organizations—SODA and cheerleading—
and her courses that she found and solidified most of her friendships in high school.
Unlike the rest of the subjects, Kera spent only three years attending school in the
modular units before graduating.

Sable. Like Kera, Sable was pursuing two majors when we met. As a rising junior
at an in-state public research university, Sable was studying government and English.
During our conversation, Sable expressed interest in joining the Peace Corps after
undergraduate school and eventually working for the Central Intelligence Agency (CIA).

Sable grew up in Ware and now only lives there in the summers when she is on
break from college. Sable shared that she feels residing in Ware has made her unique in
that she had “the small-town, rural experience” that “a lot of other people don’t get.” She
attributed what she called the “small-town experience” from living in Ware to making her
humble plus teaching her lessons—how to hunt, fish, and plant a field of corn—that she
believed were noteworthy skills that she would not have been exposed to had she lived
elsewhere.

Sable mentioned that in high school, she was a very committed and scholarly
student, “came out of [her] shell,” and was involved in “a billion extra-curricular
activities.” In terms of academics, Sable was a straight-A student, enrolled in both DE
and AP courses, and part of the Governor’s School Program throughout her high school
career. In light of her active academic involvement at WHS, Sable characterized school

as a valuable “priority” and “escape” in her life. For Sable, WHS bolstered her journey
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“to find herself” by helping her identify her individual strengths and build and cultivate
friendships. In this way, her time in high school allowed Sable to expand her network of
friends through her participation in extra-curricular programs, such as speech, debate,
yearbook, and the National Honor Society.

In enumerating her extra-curricular clubs and activities involvement, Sable shared
that she did not participate in sports in high school, due to their time commitment. As a
result, she pursued other activities that would allow her to have a more equal balance
with her academic commitments and also provide opportunities for volunteer work.
Sable’s focus on academics and volunteering throughout high school allowed her to
receive numerous awards at graduation that specifically recognized her scholarly and
philanthropic achievements. Similar to most of the other youth participants, Sable spent
nearly her entire high school career attending classes at the modular campus.

The official voices. In addition to youth, the voices of WHS educators and media
that covered the Ware earthquake were examined as secondary voices to gain a deep
understanding of the official discourse. Specifically, the supplemental data sources
included three teachers—one from the general education and enrichment programs and
two educators from the Career and Technical Education (CTE) department—who were in
WHS the day of the earthquake. In addition, mainstream media reports—broadcasted by
two different East Coast-based news outlets—were included as part of the official social
group. More information on the secondary sources can be found in Appendix G. It is
important to note that all participant names have been changed to protect the anonymity

of the subjects.
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Two different processes were followed to recruit the adult subjects for this study.
The three WHS adults were identified in light of their ability and willingness to
participate in all activities related to this inquiry. News stories were found via online
searches and selected based on the fact that the reports were both broadcasted by an East
Coast-based major media outlet and provided an in-depth account of the Ware
earthquake. All of the secondary sources met the criteria for inclusion in this research.
Findings: Research Question One

This section focuses on the first research question. After reviewing the purposes
of the first research question in context of the larger study, this section presents the
findings for the first line of inquiry.

The purpose of this study was to examine the voices of adolescents who
experienced an earthquake in school; one major part of this investigation included
uncovering how or the ways in which youth communicated this experience. This
particular interest was propelled by understandings gleaned from an exploratory study on
the focal population and a review of literature germane to the voices of the young in
education and natural disaster research. Specifically, the pilot investigation discovered
that the Ware earthquake impacted the lives of youth in various ways and despite these
effects, the voices of adolescents had been silenced by the official discourse.

A review of the literature and a preliminary examination of news clips revealed
similar findings to the exploratory study. The predominant reliance on the official
discourse of adults in schools and in the reporting of the Ware earthquake by mainstream
media sources had in essence overshadowed the unique voices, views, and

understandings of youth and created a “deep gulf” (Landay, 2004, p. 113) between the
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languages of the adults and the young. As such, little was known about how adolescents
constructed and communicated their natural disaster experiences all the while navigating
and negotiating the interplay of official and unofficial discourses in school.

This qualitative inquiry sought to address these issues by drawing on Bakhtin’s
(1981) theory of communication to explore and reveal the ways in which adolescents
negotiated, preserved, subverted, and/or displaced the language of others—and
particularly the official discourse of the Ware earthquake—and voiced their experiences
of a substantial transformation in school. Specifically, this research investigated two
questions: “How did adolescents express their experiences of an earthquake in school?”
and “During times of a substantial transformation, what were the spheres of influence of
adolescents in the social context of the school?” In this section, the findings to the first
query are discussed.

The discoveries germane to the first research question are illustrated in a mosaic
in Appendix H. This map depicts the utterances of the official discourse that were
negotiated, maintained, and mimicked by the focal youth, and those that were displaced,
blended, subverted, and engendered through an internally persuasive discourse. Too, this
mosaic reveals the intentions of the communication of the adolescents when drawing on
the discourse of others or constructing a novel and unofficial language to express their
earthquake experiences.

Summary of Findings. This next section will elucidate this mosaic by
uncovering how the youth voiced their experiences of an earthquake in school. In this
study, seven findings germane to the composition of the unofficial language were

identified. These discoveries included the following:
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Constructed discourse: The youth predominately constructed an internally
persuasive discourse to express their experiences of an earthquake in school.
Hybridized discourse: The adolescents expressed their experiences of an
earthquake in school by negotiating, displacing, and blending the official
discourse.

Resisted discourse: The focal youth resisted the official language to express their
experiences of an earthquake in school.

Primary object of resistance: The youth primarily subverted the voices of WHS
adults to express their experiences of an earthquake in school.

. Neutral tones: Neutral tones were predominately expressed by the adolescents
when communicating their experiences through an internally persuasive
discourse.

. Appropriated discourse: The adolescents sparingly expressed their experiences of
an earthquake in school by appropriating the official words of WHS adults and/or
the media.

. Ventriloquated discourse: The youth rarely ventriloquated official utterances to

express their experiences of a substantial transformation in school.

Each of these findings will be discussed in more detail here. In the following segments,

the process for identifying each style of discourse will also be detailed as these methods

differed based on the language type.

Constructed discourse. More so than hybridizing, resisting, appropriating, or

ventriloquating the official language, the youth primarily created an internally persuasive

discourse to voice their experiences of the Ware earthquake. Constructed discourse was
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identified based on linguistic expressions that were not similar (e.g., as in an utterance of
appropriation) or oppositional (e.g., as in an utterance of resistance) to the worldviews of
the adults and as such, were recognized as novel or unconventional when compared to the
communication of the official social group. Exclusively, in these utterances I looked for
any expressions of language that revealed a new reality or fresh perspective of the Ware
earthquake.

Through this examination, approximately 1 out of every 3 utterances was
identified as a creation. In other words, in a total of 103 utterances, new worldviews of
the earthquake were uncovered that had previously been overshadowed by the voices of
adults. This rather high number of constructed utterances revealed that the youth did not
majorly rely on the official language but instead produced an internally persuasive
discourse or drew on the communication of other unofficial spheres of influence (more
on the latter to follow) to voice their earthquake experiences.

Further, I found that the adolescents constructed an internally persuasive
discourse in four different forms. These styles included incorporating the stories of other
unofficial speakers, generating constructions based on their feelings of the event, drawing
on their background knowledge and previous life experiences, and formulating language
in light of their earthquake encounters. Each of these modes will be discussed in more
detail next.

Constructing a voice through other unofficial speakers. As one form of creating
an internally persuasive discourse, the adolescents incorporated a story expressed by
other unofficial speakers that the youth had, in turn, integrated as part of their narrative.

While this was only evident in a few utterances, it is important to note because it was one
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manner by which the adolescents expressed their earthquake experiences in school. One
example of the youth fusing an association’s narrative with their own, and subsequently
making it part of their earthquake story was in Sable’s recollection: “Some people
actually saw their ceiling cave in whereas I didn’t.” In this particular utterance, Sable
blended her first-hand accounts of the earthquake—not seeing the ceiling cave in—with
that of her classmates who witnessed the plaster bowing.

Another example was found in the communication of Lainey, specifically when
she shared the immediate response of Gabriel, an upperclassman (who was home sick
from school that day), to the initial sounds and shakes. When asked what images come to
mind upon hearing the word earthquake, Lainey recounted this upperclassman’s
experience:

I picture [what] Gabriel did . . . [be]cause he had no idea what it was . . . because

he was so close to it. There was such a loud boom before the earthquake came so

he thought we [Ware] were like under attack or something. . . . So, he ran and got

a mattress . . . and like sat in a bathtub with a mattress over him. And that’s all I

ever picture when I think about it.

Similar to Sable, Lainey drew on the story of another unofficial speaker in her expression
of the image that comes to mind upon hearing the word earthquake. Lainey’s
communication of Gabriel’s immediate response to the initial boom revealed how his
experience had become part of her earthquake story.

In addition, Lainey’s utterance was identified as a construction because it was not
similar to the language or worldviews expressed by the official voices. Comparatively,

the images of the official speakers focused on the old brick-and-mortar WHS building
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and a magnitude map of Ware (that was frequently shown by the media after the
earthquake) that highlighted—what the adults identified as—the “power” of the
earthquake. So, when juxtaposed to the official perspectives, Lainey’s response offered a
novel or fresh image, and as such, was recognized as a form of constructed discourse. As
a result of instances such as this example, constructing a voice through other unoftficial
speakers was recognized as one way by which the youth constructed a discourse.

Constructing a voice based on feelings. Additionally, the youth constructed a
discourse based on their feelings of the event. Examples of these creations included
Kera’s and Sable’s respective characterizations of the earthquake as a “crazy” and
“traumatic event.” Kera and Sable’s utterances offered a novel perspective of the
earthquake as a shocking and alarming occurrence that was not expressed by the official
social group.

In another instance, the adolescents, namely Kera and Sable, drew on their
feelings to construct a correlation of the earthquake to a dream. Kera described the
earthquake as “surreal” insofar that it felt like it was “out of a movie.” In these utterances,
Kera conveyed the perspective that the earthquake was unrealistic and unbelievable,
because it was something she thought she would never experience. Similarly, Sable
shared, “In the moment of the earthquake, it really felt like a movie. Like I just like just
remember like looking around like, ‘Holy crap! This is just like a movie!”” Like Kera and
through these utterances, Sable constructed a view of the earthquake as unreal, or in other
words, an impossibility that became a reality before her very eyes.

Just as in the previous example, this construction conveyed a novel worldview

when compared to the official perspective. In these instances, Kera and Sable subverted
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the official language to express an internally persuasive discourse that was created based
on their feelings of the earthquake event. This manner of creating a language based on
feelings was another way by which the youth constructed a discourse.

Constructing a voice using background knowledge. As another form of
constructing an internally persuasive discourse, the adolescents created utterances by
drawing on their extant understandings. This finding was particularly illuminated when
Elsie, Gwen, and Kera engendered hypotheses to identify plausible sources of the shaking
prior to its confirmation as an earthquake. In creating this particular body of language,
Elsie, Gwen, and Kera primarily drew on their background knowledge of what they
thought could be a possible source of the shakes and jolts in the Ware area and of
earthquakes in general. To elucidate this particular finding, three examples will be
provided and discussed.

The first example was highlighted in the communications of Elsie and Gwen.
Both of these youth relied upon their background knowledge to construct the initial idea
that the jolts were related to the nearby nuclear power plant. These adolescents
rationalized that the shakes were caused by the power plant; recently, they had heard
sirens wailing from this facility which was conducting a series of tests on the reactors. In
this communication, Elsie specifically shared,

I did think about the power plant. One of my initial thoughts was of the power

plant, because we had had a drill about that beforehand, or they had been testing

the sirens, and I remember hearing the test of it.
In essence, Elsie and Gwen’s speculations that the initial shakes were related to the

power plant were generated from their realm of possibilities. Given that a nuclear power
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plant is located less than 15 miles from WHS, the youth had conducted drills in
preparation for adverse events that could emanate from this site but had never prepared
for an earthquake, which is perhaps why the youth did not initially think the shakes were
the result of this particular force of nature.

In a second example, Elsie drew on her extant knowledge to speculate possible
sources of the shaking that were in close proximity to WHS. Namely, Elsie constructed
the view that the shakes could be related to a train incident because WHS is located
across the street from an active freight and Amtrak railway. In this communication, Elsie
shared,

First, we thought it was a train [be]cause the train is right across from the school,

and I was in the old part of the building in one of the front classrooms . . . we kind

of looked around, and then it starting getting louder, and we were like, “That’s not

a train . . . so, what’s going on?”

Here Elsie utilized her understanding of train sounds to engender a plausible source of the
shakes. To Elsie, the sound of the train was comparable to that of an earthquake which
led her to believe the shakes were emanating from the nearby tracks.

A third example was illuminated in the communications of Gwen and Kera who
utilized specific knowledge—formulated from their previous experiences with
earthquakes—to ascertain the source of the shaking. For instance, Kera explained,

I had a pretty good idea what it was. I think it took everyone off-guard a little bit,

but with my mom being from California, you know we had “the earthquake talk”

a million times, so, it was definitely not the first thought I had. I thought
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thunderstorm, but you know it’s a really weird time. It’s really loud, [and] I don’t

[really] know what that is.

Like the other adolescents, Kera initially grappled with the fact that it was actually an
earthquake striking WHS. Her first thoughts concluded that the shaking and destruction
were typical occurrences (e.g., thunderstorms) that produce similar sensations (i.e., a
roaring sound) in Ware in late August, but these initial ideas were dismissed when she
recognized the intensity of what she was experiencing. After realizing this—the shakes
and booms she was feeling and hearing were a result of something greater and more
powerful than a thunderstorm—she struggled to pinpoint the source of these effects.

In essence for Elsie, Gwen, and Kera, the impossibility of an earthquake made it
seem quite “weird” that such an event was actually occurring in Ware. This particular
body of constructed discourse revealed how the worldviews of these youth transitioned to
thinking of an unreality as a reality. Amidst their cognitive struggles to determine the
source of the shakes, Elsie, Gwen, and Kera utilized their extant knowledge pertinent to
events that cause similar effects—and subverted the official worldview which held that it
was not an earthquake but instead, another force of nature such as a tornado—to
construct the reality of an earthquake striking the high school. This form of constructed
discourse—engendered by the adolescents’ draws on their extant understandings—was
another manner by which the youth created a language to express their earthquake
experiences in school.

Constructions generated from personal encounters. In one last way, the
adolescents drew on their personal encounters with the Ware earthquake to construct an

internally persuasive discourse of their experiences. This form of creating a language was
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illuminated in the youth’s replies to the discussion query: “What images come to mind
when the word earthquake is heard?” In response, Gwen and Kera respectively

29 <6

envisioned the classroom “falling down,” “the lights when they were hanging down . . .
and sparking,” and “the cracks running up the brick wall and the bricks [falling out]
outside.” Similarly, in their replies, Elsie and Kera also described the appearance of the
hallways upon evacuating the school: The ceiling was “exposed,” and the lights in the

99 ¢¢

hallways were “hanging down,” “sparking,” and “flashing.” Further, Elsie elaborated
upon these images by sharing that they saw locker doors hinged open, wires dangling
from above, and “a pink liquid—with an overpowering chemical smell—leaking from the
ceiling.” In these stories, the youth drew on what they personally viewed to construct the
images that came to mind upon hearing the word earthquake.

This form of constructed discourse was evident in other conversations, such as
when the adolescents discussed the initial motions of the earthquake. For instance, when
asked, “What happened when the earthquake initially struck?” Elsie recalled, “I
remember looking at the ceiling . . . it was cracked . . . and it looked like the ceiling was
moving over top of the wall . . . and the wall just kept coming in closer.” In this utterance,
Elsie recited her first sights of the earthquake and the effects its shakes and jolts were
having on the structure of her classroom.

In this body of language, the youth cited images and motions that differed from
the official discourse. Gwen, Kera, and Elsie’s constructions of these utterances—based
on their own encounters with the earthquake—aligned with the fact that the official

speakers did not communicate analogous images and motions. This difference in

conveyed worldviews revealed that this language was created by the unofficial voices of
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the youth based on their personal encounters with the earthquake. This form of
constructing a discourse—by drawing on their personal encounters with the Ware
earthquake—was another way by which the adolescents created a language to express
their experiences.

Hybridized discourse. Second to creations, the adolescents expressed their
experiences of an earthquake in school by negotiating, displacing, and blending the
official discourse. In fact, in 1 out of approximately 4 or in a total of 93 utterances, the
youth drew on the language and worldviews of the official social group but expressed
their earthquake experiences by negotiating and blending the words of the adults with an
unofficial discourse. Mostly, the focal adolescents hybridized their voices for the
purposes of explanation (more on this to follow).

To identify hybrids, expressions of official words in the communication of the
youth were pinpointed. Once highlighted, these communications were examined to
determine if the adolescent speakers blended the utterances with unofficial language.
Recall that in accordance with Bakhtin (1981), hybridized utterances were recognized as
an internally persuasive fusion of the official and unofficial languages that are voiced
with understanding and a sense of familiarity. Therefore, to assess understanding, I
looked for how an utterance was communicated. Namely, if the adolescent speaker did
not convey any hesitation or uncertainty when voiced (Bakhtin, 1981; cf. Landay, 2004),
then it was evident that the youth had an understanding of and was familiar with the
worldview being expressed. Thus, if comprehension and certainty were conveyed, and
the communication included a blend of the official and unofficial language, an utterance

was identified as a hybrid.
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In examining the communications considered hybrids, I discovered that the
adolescents blended the official discourse to voice their earthquake experiences in two
major ways. These forms included displacing and blending the words of the adults with
the unofficial language and secondly, sharing the official worldview but replacing this
language with unofficial words with the intent of incorporating their own perspectives or
experiences. In this section, the two most prominent styles of hybridization will be
discussed in detail and elucidated through excerpts from the communication of the youth.

While these two forms were those that were primarily demonstrated in the
adolescents’ hybrids, it is important to mention that there were other, less frequent ways
in which the adolescents blended the official and unofficial discourse. Appendix I
features a list of examples in Table I1 that depict how the youth hybridized the discourse
of the adults, provides a side-by-side comparison of the official and unofficial languages
when characterizing this rare event, and displays the hybridized utterances of the
adolescents when reflecting upon the earthquake experience. The examples included in
this table exemplify the ways in which the youth drew on the official worldview with
understanding and familiarity insofar that they communicated the same perspectives of
the adults but through an unofficial and internally persuasive language.

Displacement and blending of the official discourse. Returning to the major
ways in which the youth expressed hybridizations, one prominent form revealed through
the voices of the youth was a displacement and blend of the official discourse with the
unofficial language. It could be suggested that this form of hybridization was highlighted
in Lainey’s description of what she saw outside upon evacuating the school building. In

this communication, Lainey remembered,
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The craziest thing that [ remember . . . like all of a sudden . . . from the building . .

. a bunch of white papers—Ilike hundreds of papers—just came flying through the

ceiling . . . We all just looked up, and it was like a flock of birds . . . just like

papers floating everywhere from the school. It was really weird!
Here, Lainey recalled the sight she remembered after exiting the school that day; this
recollection was similar to the image Mrs. James shared and discussed during our
conversation. Specifically, Mrs. James explained, “There were papers floating up on the
breeze from out of his [another teacher’s] room and up off into the air.” Like Lainey,
Mrs. James remembered how amazed she was at the sight of papers floating out of the
building and being carried into the air.

In both utterances, Lainey and Mrs. James expressed the same content when
recollecting the sights upon evacuating the school after the earthquake—white papers
flying up into the sky, from the building, and into the air. In drawing on Bakhtin (1981),
this similarity in meaning highlighted a linguistic footprint of Mrs. James’ discourse in
the communication of Lainey. It is plausible that Lainey and Mrs. James expressed
analogous content because both speakers witnessed the same scene after leaving the
building that day. However, it is also possible that Lainey hybridized the official
discourse, because Lainey’s utterance revealed traces of Mrs. James’ language and
demonstrated characteristics of this type of communication.

Recall that Bakhtin (1981) identified a hybrid as a negotiation, displacement, and
blend of an official word with understanding and a sense of familiarity insofar that the
speaker does not convey any hesitation or uncertainty when an utterance is expressed;

these features were illuminated in Lainey’s recollection of the sight she remembered after
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exiting the school following the earthquake. In this way, Lainey did not mimic or repeat
what Mrs. James said but recalled and negotiated this memory while displacing the
official words—*“up on the breeze from out of [another teacher’s] room and up off into
the air”—and fusing this utterance with her own language by adding details, such as that
the “hundreds of papers” “flying” looked like ““a flock of birds.” In addition to serving as
a way for Lainey to describe the scene from her perspective, this elaboration illuminated
Lainey’s understanding of the expressed language which was substantiated by her
communication in a confident tone (more on tones to follow) and with no hesitation. In
thinking about the ways in which Bakhtin characterized a hybrid, Lainey’s
comprehension and discussion of the sight of the school following the earthquake
suggested that this utterance was a hybridization of Mrs. James’ official words.

Another example of this particular form of hybridization was gleaned from
conversations germane to the students’ injuries and reactions that required medical
attention following the earthquake. In these discussions, the official speakers, namely
Mrs. James and Mrs. Steelton, recollected students experiencing anxiety and panic
attacks as a result of the earthquake. During this particular conversation, Mrs. James
voiced, “There were several kids who had panic attacks who were very upset by the
experience, but the nurse was out there taking care of them, of course.” In this utterance,
Mrs. James recited some of the distressing ways in which the students responded to the
earthquake. Mrs. James’ recollection was similar to that of Mrs. Steelton who expressed,
“There were girls having um . . . anxiety attacks . . . so they [the emergency responders]
had to give them oxygen.” Analogously to Mrs. James, Mrs. Steelton shared that some of

the youth had experienced adverse reactions to the earthquake.
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Pursuant to Bakhtin’s (1981) theory of communication, Mrs. James and Mrs.
Steelton’s expressions of the utterances panic and anxiety attacks situated these words as
part of the official discourse. Thus, when panic and anxiety attacks were also employed
by the youth, these communications were examined to determine how the adolescents
utilized these official utterances.

One adolescent who employed the utterances panic and anxiety attacks was
Lainey when she voiced,

There was one girl lying on the ground, and an ambulance was with her, and it

seemed like she had like a panic attack or an anxiety attack [be]cause she looked

fine . . . wasn’t injured or anything . . . like wasn’t breathing right and just really

freaked out.
As evident in this excerpt, Lainey communicated nearly the same recollection and
specific utterances panic and anxiety attacks as Mrs. James and Mrs. Steelton. An
analysis of these conversation excerpts could suggest that Lainey expressed an utterance
similar in content to both of these official speakers because she witnessed the same scene
as Mrs. James and Mrs. Steelton. However, when thinking about the ways in which
Bakhtin (1981) characterized hybridized discourse, it could also be argued that Lainey
blended the official language to discuss the students’ injuries and reactions that required
medical attention after the earthquake.

In fact, Lainey demonstrated a number of elements that would pinpoint her
communication as a hybrid of Mrs. James and Mrs. Steelton’s official language. For
instance, Lainey displaced the official words panic and anxiety attacks to discuss the

same content—there was at least one student who distressingly reacted to the
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earthquake—as Mrs. James and Mrs. Steelton. What is perhaps more noteworthy is how
Lainey negotiated and blended the official language by adding details to her account;
namely, Lainey characterized the student as not “breathing right” and “just really freaked
out.” Bakhtin’s (1981) theory of communication informed the recognition that in addition
to communicating this utterance without hesitation or uncertainty, Lainey’s inclusion of
these descriptors illuminated her comprehension of the official words panic and anxiety
attack. As such, it was suggested that Lainey’s utterance was a hybrid, because in this
communication, she confidently displaced the official words panic and anxiety attack and
negotiated and fused these terms with her own understanding of the students’ reactions
and injuries that required medical attention following the earthquake.

Characteristics of this form of hybridization were also illuminated in Elsie’s
discussion of what she saw outside upon exiting the school after the earthquake. In this
particular communication, Elsie recalled,

One girl [was] kind of rocking back and forth in a fetal position . . . I think she

had epilepsy and was seizing. She was in a fetal position rocking underneath a

tree, and there was someone there trying to console her.

Similar to Elsie, Mrs. Steelton, who was extemporaneously acting as a nurse at this time,
recalled the same image. When asked what she saw after exiting the school, Mrs. Steelton
succinctly mentioned “someone seizing.” Recall that in following Bakhtin (1981), Mrs.
Steelton’s use of the utterance seizing situated this term as part of the official discourse.
Given that Elsie also employed this utterance, her communication was further examined

to determine the ways in which she voiced this official language.
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Upon this analysis, elements that aligned with Bakhtin’s (1981) delineation of a
hybrid were identified in Elsie’s utterance. For instance, Elsie displaced the official word
seizing; in so doing, she revealed her comprehension of this term by adding details, such
as “rocking back and forth in a fetal position.” Pursuant to Bakhtinian thought, this
elaboration revealed that Elsie understood the meaning of the utterance seizing and in this
particular communication, negotiated and blended the official word with her own
interpretation of the event. Withal, Elsie’s comprehension and explanation suggested that
this utterance was a hybridization of Mrs. Steelton’s communication. This form of
hybridization—the displacement and blending of the official discourse with the unofficial
language—was another manner by which the youth expressed their earthquake
experiences.

Fusion of the official language with unofficial perspectives. As another way of
hybridizing the official discourse, the adolescents fused the words of the adults with their
own unofficial experiences. This form of hybridization was the most prevalent type of
linguistic blend, and the main intent behind this style was for the youth to displace the
official perspectives in order to express their own views. Three instances below will be
provided that illuminate the ways in which the youth fused the official language with
unofficial perspectives to voice their earthquake experiences in school.

The first example is germane to schooling in the modular units. When asked what
was hard or difficult after the earthquake, schooling in the pods was a popular response
among the youth and the WHS adults. For instance, Mrs. Steelton and Gwen both

mentioned the struggles they faced with getting adjusted to the modular campus. In this
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particular communication, Gwen tailored her utterance to her own experiences and
rationale (as to why it was hard or difficult).

First, for the purposes of comparison, Mrs. Steelton’s utterance will be shared.
When Mrs. Steelton was asked to identify what was hard or difficult after the earthquake,
she complained in response:

When we [the students and the teachers] finally went back to school, there was

such a disarray of getting reestablished into those pods, and we were outside, and

we weren’t with the rest . . . and you know we had to get everything moved and
on and on and on.
Here, Mrs. Steelton recalled the difficulty of having to get her classroom setup for the
third time in the first term of a new school year.

This official utterance of Mrs. Steelton was similar to Gwen’s story when asked to
describe what schooling was like in the modular units. In response to this query, Gwen
explained,

We took some time to get adjusted [be]cause like at first we didn’t know like

what pod . . . or like where it was. . . . So, it was just getting used to the new

layout and like getting used to the rain and the weather and having to dress
appropriately like you do in college.
In this communication, Gwen shared the struggles she and her peers faced while getting
accustomed to schooling in the pods.

As revealed through these excerpts, Gwen expressed the official worldview—it

was a challenge to get adjusted to the modular campus—but communicated and

negotiated this struggle by removing segments of the official discourse and blending the

137



utterance with her own language. In so doing, Gwen intended to voice what she found to
be the most difficult when attending classes in the pods. Namely, in this specific
example, Gwen displaced the official social group’s view that there was a “disarray”—of
the teachers and students getting reestablished as a school at the modular campus—and
fused the worldview of hardships of a modular campus with the unofficial issues she felt
contributed to this struggle—the weather and the new layout.

Also, the second example of this particular form of hybridization was gleaned
from conversations that focused on schooling in the pods. In these discussions, the
official perspective centered on the struggles with classroom setup, given the limited
materials and inadequate space provided in the pods. For instance, while housed in the
pods, Mr. Mario indicated that he held class in the concession stands and in community
centers spread across Ware as he could not have a fire for cooking in the pods. Among
other adjustments, this required Mr. Mario to completely alter how he taught culinary arts
and planned lessons, as he had to account for hefty transition times to and from makeshift
instructional spaces for each class. This worldview of struggle and adjustment was also
revealed in the official discourse of Mrs. Steelton who expressed, “There was such a
disarray of getting reestablished into the pods.” Together the narratives shared by these
two official speakers illuminated the disorganization of the move to the modular campus
and the depleting motivation of the teachers, given the multiple relocations and trying
instructional circumstances when housed in this space.

The official worldview that the transition to the pods required numerous
adjustments was a shared perspective between both social groups. In their

communications, the focal youth drew on this official worldview but negotiated and
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displaced what the adults considered onerous with the unofficial perspective of what was
challenging. As previously mentioned, for the adolescents it was the weather (e.g., having
to plan for what to wear every school day since class transitions occurred outside), and
how the lack of a brick-and-mortar structure—when housed in the pods—complicated
extra-curricular activities.

For instance, for Elsie it was the obstacles she and her fellow theater mates faced
when setting up for rehearsals. Comparing setup times, Elsie revealed that after the
earthquake, assembly was indeed much more laborious and time-consuming for the
participants when housed in the pods (in contrast to before the earthquake). For play
practices Elsie explained that the theater group had to carry numerous props, costumes,
and other equipment close to half a mile in distance from the modular campus to the
middle school whereas before the earthquake, the adolescents just had to move needed
materials from a storage closet behind the stage to the performance area in the high
school. Recalling the rigmaroles with preparing for rehearsals, Elsie expressed that
attending school in the pods was just “a lot harder,” because the students had to “work
harder for things” and “make an adjustment” just as she and her fellow theater mates had
to do when practicing for performances.

In these communications, both Gwen and Elsie focused on the difficult
adjustments brought on by the post-earthquake modular campus; these feelings were
shared by other youth, such as Lainey and Sable, who respectively expressed struggles
with adapting to (what they viewed as) the immense amount of homework the students
were assigned and the long school days that were held to compensate for the time missed

from school after the earthquake. Certainly the youth’s worldview—the changes that
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resulted from the earthquake were challenging—aligned with the perspective of the
official social group. In communicating these hardships, the adolescents negotiated and
fused the official perspective with their experiences; in so doing, the youth demonstrated
understanding and expressed a specific form of hybridization.

Another example of the youth sharing the official worldview but replacing the
language of the adults with unofficial words with the intent of incorporating their own
perspectives was highlighted in discussions germane to how the earthquake shaped or
influenced Ware as a community. In these conversations, Mrs. James and Mrs. Steelton
identified the earthquake as (to use their exact words) creating a “sense of belonging” or
serving a uniting force for the Ware community. Both Mrs. James and Mrs. Steelton
expressed how the post-earthquake struggles had brought the people of Ware closer
together.

Elsie shared this official worldview—the earthquake engendered a sense of
cohesion and connectivity in Ware—in the following utterance:

There’s definitely more of an understanding for people who have been through it

[the earthquake] together . . . And you are closer to those people, because you

know that they [the people of Ware] understand and know the sacrifices people

had to make because of the earthquake and because of the plans that didn’t work
out because of that . . . So, you definitely feel more connected to people.
In this communication, Elsie expressed her belief that the earthquake brought the people
of Ware closer together, which in essence, made the community feel more unified. This
worldview aligned with the perspectives of Mrs. James and Mrs. Steelton. The

correlation of thought between these speakers and Elsie’s blend of the official perspective
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with her own worldview and unofficial language suggested that her communication was a
hybrid. Along these lines, Elsie stated the meaning of the official utterance sense of
belonging in a different way, sharing that the people of Ware were “closer” and “more
connected” as a result of the earthquake. Too, Elsie confidently negotiated and fused the
official worldview with her rationale as to why the people of Ware felt “closer” and
“more connected” after the earthquake by pointing to the post-disaster struggles and
hardships the community experienced together as reasons for this earthquake-induced
cohesion in Ware. For these reasons, it was suggested that this communication was a
hybridization of the official discourse. As illuminated in this example, fusing the words
of the adults with their unofficial experiences was another way by which the youth
hybridized the official discourse.

Resisted discourse. In addition to communicating using an internally persuasive
discourse through hybrids, the focal youth resisted the official language to express their
experiences of the Ware earthquake in school. Resistances were identified based on
expressions with new or different meanings or worldviews when compared to that of the
adults (Bakhtin, 1981). To pinpoint resistances, I looked for linguistic dissonances to the
official social group. Identifying the resisted language demonstrated how, at times, the
youth did not draw on the official discourse and in so doing, directly opposed the
worldviews of the adults in the expressions of their earthquake experiences.

By examining the collected unofficial utterances for linguistic dissonances, I
discovered that the adolescents occasionally resisted the official language in the
communication of their earthquake experiences in school. In fact, approximately 1 out of

every 6 utterances was identified as a resistance to the official discourse. While this is not
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a high number—particularly when compared to the number of instances of creations and
hybrids on behalf of the youth—it is significant when considering that the adolescents
resisted the official discourse in nearly 50 utterances.

In the expressions of their earthquake experiences, the adolescents primarily
resisted the official discourse in three forms. One way in which the youth subverted the
official language was by voicing an internally persuasive discourse that held new or
different meanings or worldviews than the official social group. In another manner, the
adolescents challenged official worldviews by maintaining and voicing their own
perspectives. In a third fashion, the unofficial speakers expressed oppositional
worldviews to the official social group through specific word choices or other oral units
of communication (see the definition of an utterance in Chapter 1). In this section, each
of these forms of resistance will be discussed in detail and through examples.

New or different worldviews. Resisting the official discourse, the adolescents
expressed an internally persuasive language that conveyed new or different meanings or
worldviews than the official voices. First, to explain this form of resistance, two
examples will be drawn from the communications of Kera and Lainey when recounting
how they felt the night of the earthquake. Prior to doing so, it is important to consider and
review how the official social group perceived the night of the earthquake.

Through their voices, the adults revealed that they were frightened the night of the
earthquake. This feeling was illuminated in Mrs. James’ recollection: “I remember going
to bed at night terrified that, you know, you feel like you are letting you guard down

when you go to sleep, if something happens.” Mrs. James added that her fear of falling
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asleep should another earthquake strike intensified with the occurrence of another
aftershock that night.

The worldview expressed by Mrs. James, when divulging how she felt the night
of the earthquake, directly contrasted with the unofficial perspectives of both Kera and
Lainey. Challenging the official worldview of a night of fear, Kera imparted a different
perspective when she reminisced, “I don’t remember that night being any different [than
any other night].” Through this utterance, Kera conveyed that she was not scared the
night of the earthquake, and despite the occurrence of aftershocks, everything felt normal
to her. This time was not atypical for Lainey either who recalled, “I remember we
[Lainey and her friend] were on Facebook a lot. . . . Just getting annoyed by everyone’s
posts because they were all the same . . . and basically just staying on Facebook . . .
reading what everyone said like looking at where the damage was.” Similar to Kera, this
night was not any different or abnormal for Lainey who stayed at a friend’s house, glued
to Facebook. Perhaps more importantly is that in this recollection Lainey never
mentioned being fearful that another earthquake or aftershock might strike again.

Reflecting on these specific conversations with the youth, I was surprised by what
they did not do or communicate. For instance, when discussing this night with Kera and
Lainey, Kera did mention that an aftershock occurred, but Lainey did not acknowledge
this reoccurrence at all. In addition, neither Kera nor Lainey conveyed any fear through
their tones which was unlike Mrs. James who described the night of the earthquake with a
sense of panic in her voice.

Between their tones and communication, it was evident that Kera and Lainey

viewed that night as not being different than any other night whereas Mrs. James felt
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terrified and panicked of the impending possibility of another earthquake which was
intensified by the occurrence of an aftershock. In this way, the official and unofficial
views of the night of the earthquake were much different—from an official perspective of
fear, anxiety, and uncertainty—to an unofficial mindset of feeling carefree, laid back, and
unbothered by the earthquake and its subsequent aftershocks. The utterances of Kera and
Lainey illuminated one way in which the youth resisted the official language by
expressing new or oppositional meanings or worldviews—when compared to that of the
official social group—through an internally persuasive discourse.

In other conversations, the youth expressed this same discursive form of
resistance. Specifically, communicating an internally persuasive language that conveyed
new or different worldviews than the official voices was evident in discussions germane
to the student dismissal process. For the WHS adults, namely Mrs. James, Mr. Mario, and
Mrs. Steelton, the school dismissal following the earthquake was “not chaotic” but
organized. However, in speaking with the youth about this same experience, I found that
the official worldview of an orderly dismissal differed from the unofficial worldview of
this process.

For instance, Elsie, Kera, and Lainey all viewed the student dismissal as a “mess”
and one of panic, disorder, and chaos. These youth attributed the disarray of the dismissal
to parents not knowing where their children were, the students having a lack of
understanding as to how they were getting home from school (i.e., if they were taking the
bus or someone was picking them up), and a general absence of any order to the process.
These feelings were illuminated in Elsie’s characterization of the dismissal as “kind of

like chaos . . . out in the middle of the field. There were people everywhere . . . there was
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so much disorganization . . . and people were crying and freaking out.” Lainey, too,
indicated that “everyone was screaming” and pinpointed these behaviors as a contributor
to what she described as a turbulent situation. Further, Kera also conveyed this
perspective of disorder when describing the dismissal as “a hectic mess . . . it was just
kind of like . . . everyone go find a bus type of thing.” Similar to Elsie and Lainey, Kera
revealed that there was no order to the dismissal process.

The unofficial worldview—expressed through the utterances of Elsie, Lainey, and
Kera—of a disorganized and chaotic dismissal contrasted with and even challenged the
official perspective of the process as orderly. Namely, in these communications, the
youth maintained and voiced their own perspectives of the dismissal process in a way that
conveyed a different scene of students leaving the school following the earthquake. For
these reasons, the utterances of Elsie, Lainey, and Kera were identified as resistances to
the official discourse. As exhibited in the utterances of Elsie, Lainey, and Kera, one
manner by which the adolescents resisted the adult discourse was by expressing an
internally persuasive language that conveyed new or different meanings or worldviews
than the official voices.

Maintenance of the unofficial perspective. In addition to this form of resistance,
the adolescents challenged the official discourse by maintaining internally persuasive
perspectives. This mode of subversion was particularly common when the youth
described the event and recalled the disruptions and effects of the Ware earthquake.
Appendix J provides a one-to-one comparison of the official and the unofficial
worldviews when reflecting upon the Ware earthquake. Table J1 illustrates the ways in

which the language of the adults and the adolescents differed. In this section, portions of
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this table will be discussed to exemplify how the youth disputed and questioned the
official language by exercising an internally persuasive discourse.

The first example illustrates the adolescents’ defiance of the official worldviews
when describing how they felt about the earthquake-induced destruction of WHS. The
perceptions of the official social group surfaced when the WHS adults were asked to
share images that come to mind when the word earthquake is heard. In response, Mr.
Mario, among other adults, envisioned pictures of the high school and its final days as a
standing brick-and-mortar structure; Mr. Mario’s particular recollection revealed his
feelings of attachment to the old high school. Comparatively and while laughing, Gwen
professed that she did not “really care about the school falling down.” Gwen’s giggles
and nonchalant attitude illuminated her apathetic feelings towards the destruction of the
brick-and-mortar WHS which clearly contrasted with the feelings of the official social
group who were still grappling with the loss of the school. Thus, in this way, Gwen
resisted the worldviews of sorrow and affection—conveyed through the official
utterances—and instead, drew on unofficial perspectives to communicate how she felt
about the physical loss of WHS.

Another example of the youth challenging the official discourse by maintaining
an internally persuasive perspective was highlighted in the adolescents’ descriptions of
the earthquake. Namely, Gwen and Lainey viewed the earthquake as “cool,” “exciting,”
and “not that big of a deal.” In these descriptors, Gwen and Lainey held positive and
neutral views of the earthquake whereas the adults expressed words such as “not

29 ¢¢

pleasant,” “hard,” “tough,” “not exciting,” and a “wrath of God” that were recognized as

more negative delineations of the earthquake. Here, Gwen and Lainey defied the adults’
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adverse worldviews of the earthquake and challenged their official words with their own
conflicting and different perspectives of the Ware earthquake as a stimulating and rather
neat experience.

This form of resistance was also evident in conversations regarding schooling in
the modular units. In these discussions, the WHS adults expressed their continual
struggles to teach in light of the limiting circumstances at the modular campus. Providing
such insight, Mrs. Steelton shared,

When we finally went back to school, there was such disarray of getting

reestablished into those pods, and we were outside, and we weren’t with the rest

and . . . when those pods came, and the beds were broken, and I couldn’t get
sheets . . . that was so disappointing, and we kept trying to say to them, “We need

water. We need to have water.” And we didn’t have a classroom, we had a dump .

.. in these god-awful trailers. I mean god-awful!

Through this utterance, Mrs. Steelton expressed her frustration with not having the
materials she needed to effectively train her nursing students who were seeking a health
aide certification through her class.

Mr. Mario faced similar struggles to Mrs. Steelton when classes were held in the
pods. Foremost, Mr. Mario mentioned that he was limited by the inability to have fire in
the modular units given that it was considered a major hazard in this structure; as a result,
Mr. Mario was forced to hold class elsewhere. For four years, Mr. Mario taught culinary
students in various locations, including the local community center and the WHS football
stadium concession stand. Mrs. Steelton, on the other hand, recounted that she attempted

to fundraise and argue with the school administration for the dire need for instructional
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supplies so that her students would be prepared to pass the required certification
examination at the end of the school year. Despite her efforts, Mrs. Steelton was never
provided with the materials that she needed to teach. Needless to say, in light of these
imperfect circumstances, the WHS adults did not enjoy their time teaching at the modular
high school.

This official worldview—of the pods as “awful”—was met with opposition by the
youth who resisted the unfavorable discourse of the adults by expressing their fondness
for the modular campus. Unlike the WHS adults, the adolescents, particularly Elsie and
Lainey, enjoyed attending school in the pods because it allowed them to spend time
outside. Along these lines, Elsie commented that it was “nice that everyone got to mingle
and [be] outside . . . cause that [pointed towards the new brick-and-mortar high school]
feels like more of a prison. Everyone is super locked inside, and you had more freedom, I
feel, with the pods.” Other youth shared this worldview with Elsie, indicating that the
pods provided the opportunity to switch classes outside which made them feel more
independent and unrestricted (compared to being inside throughout the school day). One
adolescent who expressed these feelings was Lainey who commented,

I loved being able to be outside in between classes. Like everyone just got to like

roam around . . . like it seemed much freer than being locked in one place all day .

.. I'loved being able to go outside, and the classrooms were nice and big.

Given the freedom and classroom space and quality the modular campus offered, Lainey
enjoyed and felt fondly about attending classes in the pods.

The worldviews of the adults and adolescents when communicating their

experiences of schooling in the pods following the earthquake clearly differed here. The
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adults viewed the modular campus as awful whereas the youth perceived the pods to be
“nice.” Furthermore, when reflecting upon time spent in this temporary space, the
adolescents recalled their feelings of freedom which contrasted with the restraint the
adults expressed, given the struggles they faced when seeking to secure instructional
supplies. As evident in this particular example, the worldviews of the official and
unofficial social groups starkly contrasted. To communicate these oppositional views, the
unofficial group abstained from the perspectives of the WHS adults and instead drew on
an internally persuasive discourse of resistance to express their post-earthquake
experiences of schooling in the pods. This maintenance of internally persuasive
perspectives was another way by which the youth challenged and resisted the discourse
of the official voices.

Word choice and other units of communication. The third form of resistance was
exemplified in the youth’s usages of specific word choices or other units of oral
communication. Specifically, by word choices, the verbs employed by the adolescents
when voicing their experiences were noteworthy, particularly when compared to that of
the adult discourse. For example, Mrs. James described the evacuation by recalling, “We
[her class] got up. I stayed behind to make sure every kid got out, and we went down the
hallway . . . Everybody was moving.” In this official utterance, the verbs and their
corresponding phrases (if applicable) were italicized for purposes of explanation and to
highlight when and how these communications directly conflicted with the unofficial
worldview, portrayed through the verbs the adolescents used to describe the school

evacuation.
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For instance, Gwen described the evacuation process in a much different manner
than Mrs. James. When sharing what happened when exiting the school after the
earthquake, Gwen recalled, “We ran outside and down the steps that were all cracked and
broken, and we ran out the door.” Gwen’s expression of the unit ran suggested a sense of
panic to exit the school building following the initial shakes and jolts of the earthquake.

This perspective was also conveyed through Lainey’s utterance of the evacuation
process. In a similar fashion, Lainey remembered, “We [her class] were all just trying to
scramble through the door [to outside] . . . people were all jumbled up, and people were
falling over.” Like Gwen, Lainey identified the exit after the earthquake as a disorganized
clutter of people who were dashing out of the school building.

In addition to the worldviews expressed through these unofficial utterances, it was
these youth’s usages of particular words and phrases that contrasted with that of the
official discourse. To elaborate, Lainey’s use of the units “scramble,” “falling over,” and
“jumbled up” and Gwen’s expression of running outside suggested an evacuation process
of urgency, disorder, panic, and chaos whereas the discourse of Mrs. James was much
different in that calmer verbs, and respectively worldviews were utilized and portrayed.
For instance, just “getting” up is much different from “scrambl[ing] through the door”
and “running” as Lainey and Gwen respectively shared. Furthermore, people being
“jumbled up” and “falling over” contrasted with the depiction of students just “moving”
outside. Instances such as these were considered a resistance because of the oppositional
views represented through the discourse of the adolescents, particularly when compared

to that of the official social world.
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The remaining portion of this segment focuses on the other units of
communication discovered in the resisted discourse of the youth; the following
example—utilized to explain this particular finding—draws on Bakhtin’s (1981)
delineation of the utterance, as initially identified in the first chapter. Recall that for
Bakhtin, an utterance is as a value-laden or written unit that links larger, ongoing chains
of communication and demonstrates a completion of thought (cf. Shields, 2007). In light
of this definition, the unofficial discourse was examined for ways in which the youth
expressed other forms of linguistic units that contrasted with that of the official speakers.
As part of this analysis, I found that the adolescents coupled the unoftficial language with
other units of communication besides words, such as laughing for instance, to oppose the
official discourse.

An example of this particular form of resistance was revealed through the
communication of Gwen. When discussing what she thought the earthquake was after it
initially struck, Gwen recounted, “I knew it was nothing to do with the power plant
because we would all be dead.” Immediately following the communication of this
utterance, Gwen sarcastically laughed, ridiculing the idea of the nuclear power plant as a
possible source of the shakes and jolts. Witnessing this particular reaction to her
statement conveyed the sense that Gwen did not feel threatened, scared, or distressed by
the earthquake which contrasted with the official worldviews of this rare experience.
Namely, the adults believed the earthquake frightened the adolescents.

Furthermore, these unofficial feelings—of being unafraid, invulnerable, or
untroubled by the earthquake—were validated in other utterances expressed by Gwen.

For instance, recall when she laughed upon communicating, “I didn’t really care about
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the school falling down, because I was like whatever. No one is hurt . . . it’s not a big
deal. We will go to school eventually.” Just as in the previous instance, Gwen’s derisive
laugh was recognized as a form of mockery towards the idea that there would be any
somber feelings about the earthquake-induced destruction of the brick-and-mortar school
building. Too, Gwen repeatedly mentioned that the earthquake was “cool” and “not that
big of a deal” which illuminated her retrospective feelings and nonchalant attitude
towards the event. For these reasons and in consideration of Bakhtin’s (1981) delineation
of a resistance, Gwen’s utterance of laughing was viewed as a means by which she
subverted the discourse of the adults.

This form of resistance was also evident in the communication of Sable. Like
Gwen, Sable laughed when asked to comment on the BCN media clips. When I inquired
about her reaction to the coverage, Sable once again chuckled, commenting, “Because he
[the reporter] was like, ‘The children are like frantic! They’re screaming their heads off!’
Because like the ground shook a little bit [in New York].” Sable’s elaboration upon her
utterance of laughing revealed her feelings towards the clip—BCN had exaggerated how
the earthquake felt and was experienced in areas distant from the epicenter. In
understanding the meaning of her chuckle, it was suggested that Sable’s laughter was a
mode of contesting the worldviews conveyed by the media in this clip. As a result,
Sable’s utterance was viewed as resistance to the discourse of the BCN reporter.

These particular examples demonstrated how the unofficial voices, such as those
of Gwen and Sable, incorporated other elements of communication beyond just words to

oppose the official language. In light of such instances, the use of specific word choices
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or other units of oral communication was identified as another way by which the
adolescents resisted the official discourse.

Primary object of resistance. In the final segment of this section, I share which
group of official speakers the youth mainly resisted through their discourse. In light of
the second research question which identified the social groups that influenced the
communication of the adolescents and the finding that the adolescents expressed words of
resistance when expressing their earthquake experiences, I also felt it was necessary to
provide insight into who the youth primarily resisted through their voices. To pinpoint
this social group, I matched data excerpts from the unofficial speakers to conflicting
utterances expressed by the official voices. Then, I identified the source of the official
discourse to recognize and define whom the youth predominately resisted in their
communication.

Through this particular examination, I discovered that within the body of resisted
discourse, the youth primarily subverted the voices of the WHS adults—when compared
to that of the media—to express their experiences of an earthquake in school. In fact, the
adolescents resisted the official discourse of the adults approximately six-fold to that of
the media which suggested that in some ways, the youth did not agree with the
worldviews of the WHS official language (which included the adult voices from the high
school, i.e., enrichment, general education, and vocational teachers). Along these lines,
this discovery called into question how the adolescents viewed the credibility of the WHS
adults because the youth resisted their discourse in approximately 74 utterances in sum
(note that some utterances were counted more than once if the unofficial communication

resisted more than one social group in a single utterance).
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An example of the youth resisting the discourse of the WHS adults was evident in
the retrospective accounts of the earthquake experience; in these conversations, the
adolescents and the adults expressed conflicting perspectives. For instance, Gwen
conveyed the worldview that following the earthquake, her high school experience was
“normal.” Elaborating on this utterance, Gwen added, “Everyone did everything they
could to make everything seem just as normal [as before the earthquake].” Gwen’s
worldview of normalcy was recognized as a direct resistance to the perspective that was
voiced by the official speakers. For instance, Mr. Mario revealed that after the
earthquake, the WHS school community faced and dealt with “third-world problems,”
such as a lack of resources, like running water. Unlike Gwen, Mr. Mario’s perspective of
the post-earthquake school was quite distant from convention. Given the stark contrast
between the worldviews of these two speakers, Gwen’s unofficial utterance was
pinpointed as resistance to the WHS adult study population.

In another example, Kera directly opposed the discourse of WHS adults by calling
the high school’s modular campus a “trailer park.” From my conversations with the
teachers, I gleaned the understanding that while housed in the pods, the students were
repeatedly directed and reminded not to call the modular campus a “trailer park” because
of its offensive nature. Albeit the reported efforts of the WHS adults to assuage the ways
in which the modular campus was referenced, Kera repeatedly called the pods a “trailer
park” or “a trailer park thing” during our discussions. In light of Kera’s utterances and the
adults’ efforts to moderate the students’ names for the makeshift school campus, it was
suggested that these utterances were a direct resistance to the discourse of the WHS adult

social group.
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What is interesting is that while the youth simultaneously resisted the voices of
WHS adults (when looked at as a whole and compared to that of the media), they also
drew on the discourse of the official social groups from WHS. This discovery revealed a
concurrent reliance and resistance to the voices of WHS adults. More on this finding will
be provided in the second research question discussion that follows.

Neutral tones. In addition to uncovering that the youth resisted and drew on the
voices of WHS adults, another particularly interesting discovery gleaned from examining
the intonations of the unofficial voices was that the adolescents predominately expressed
neutral tones when communicating an internally persuasive discourse. In fact, the youth
expressed neutral tones in a total of 43 utterances. Specifically, neutral tones were
conveyed when the adolescents constructed language and hybridized and resisted the
official discourse to voice their earthquake experiences.

To illuminate this finding, two examples will be provided, starting with a
conversation excerpt that was gleaned from a discussion with Elsie. While describing the
actions of her classmates after evacuating the school building in the utterance, “There
were other people that were making the best of it and playing games,” Elsie
communicated in a very calm and rather nonchalant tone. Elsie’s attitude conveyed the
sense that she was not dismayed by the offbeat behaviors of her classmates who were
engaging in games which, given that their actions occurred nearly minutes after
experiencing the earthquake, would seem to ignite a more reactive response from a
bystander, particularly one who recalled her peers experiencing seizures at this time (see
the section on hybrids). In light of Elsie’s placid attitude, this utterance was viewed as a

communication with a neutral tone.
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In another conversation, Gwen voiced an impartial attitude when telling me what
it was like to attend class for nearly her entire high school career in the modular units.
During this discussion Gwen mentioned in a rather monotone way, “It was different . . . it
wasn’t bad or good to me in any way. It was just different.” In this utterance, Gwen
shared the worldview that the earthquake was not positive or negative, but instead an
event that was unique. Given her conveyed impartiality, this communication was
pinpointed as being voiced with a neutral tone. Instances such as the utterances of Elsie
and Gwen shed light on the neutral ways in which the youth expressed their earthquake
experiences.

Withal, this discovery—the adolescents predominately expressed neutral tones
when communicating an internally persuasive discourse—revealed that the youth’s
feelings of impartiality, speculation, and tranquility among other neutral attitudes were
unique to the unofficial social group and not assimilated from the perspectives of the
adults. Moreover, this finding aligned with the main discovery of this study—that the
youth constructed an internally persuasive discourse—by revealing that in addition to
creating a language, the adolescents engendered a different tone or attitude to voice their
experiences of an earthquake in school.

In light of this finding, it is also essential to mention that the youth’s expressions
of a neutral attitude would come as a surprise to the WHS adult population. Repeatedly,
the official discourse conveyed that the adolescents were scared, “didn’t know what to
do,” confused, and frightened. The official social group’s perspective of the adolescents’
post-earthquake state certainly contrasted with the predominant stolid, apathetic, and

unemotional intonations expressed through the unofficial discourse of the youth.
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Appropriated discourse. While the adolescents resisted the official language,
they also occasionally preserved the words of the adults. In fact, approximately 1 out of
every 12 utterances was identified as an appropriation. While the adolescents rarely
appropriated the official language—in only 24 utterances to be exact—it is essential to
mention because the youth’s maintenance of the words of the adults was one way by
which the adolescents expressed their experiences of an earthquake in school.

To identify appropriated language, the words and other units of communication
(i.e., tones and expressions) of the youth were examined and compared to the utterances
of the official social group. In these juxtaposed examinations, I particularly looked for
how familiar the discourse sounded to the youth. Additionally, in the youth’s utterances, |
sought to identify clear demonstrations of understanding, given that a demonstrated
comprehension of a language is the major difference between an appropriation and
ventriloquation (more on this discourse type to follow; Hsu & Roth, 2012).

Through this analysis, I found that the appropriated utterances of the youth
demonstrated three main characteristics. When appropriating discourse, the adolescents
generally maintained the official language by voicing utterances that conveyed similar
worldviews to the adults, drawing on the official language, and conveying a sense of
familiarity and understanding in their communication. A sense of familiarity and
understanding was identified in one of three ways. These manners included that the youth
illustrated knowledge of the utterance through their drawings, communicated with a tone
of certainty, and/or elaborated upon the utterance by adding details to the story or sharing
their own perspectives, for instance. Utterances that did not demonstrate these features

were not identified as an appropriation. Three examples of how the youth appropriated
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the official discourse to voice their earthquake experiences will be shared and discussed
in this section.

In this first example of appropriated discourse, Gwen described how she felt when
the earthquake initially struck. Specifically, Gwen shared, “It was just very confusing,
and I was trying to convey that with all the lines” (referring to the drawing featured in
Appendix K). In this utterance, Gwen expressed her bemusement with the shakes and
jolts of the earthquake. This unofficial utterance was compared to an analogous
communication of Mrs. James. Describing similar feelings after the initial jolts, Mrs.
James indicated that she “was frozen like with confusion . . . fear . . . [not knowing] what
to do.” In these excerpts, both the unofficial and official speakers utilized nearly the same
words—*“confusion” or “confusing”—to communicate an analogous worldview of
bewilderment.

Given that Gwen and Mrs. James virtually expressed the same words to describe
their feelings during the initial shakes and jolts of the earthquake, the unofficial
communication could have been considered a ventriloquation of the official language;
however, it was apparent that Gwen understood the meaning of her utterance in a number
of ways. First, Gwen communicated her feelings in a familiar tone; in other words, she
demonstrated no hesitation when voicing the utterance. Furthermore, Gwen elaborated
why she was confused (when asked by the researcher) and expressed her feelings of
bewilderment through one of her drawings. In this illustration, Gwen drew bright-colored
zigzagged and circular lines over several gray-toned question marks to demonstrate her
confusion upon experiencing the initial motions of the earthquake. In light of these

various displays of understanding, it was evident that Gwen appropriated the official
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discourse by drawing on the words of the official social group, but for her own purposes,
with familiarity, and an apparent sense of understanding.

At times, Sable, too, appropriated discourse to express her earthquake experiences
in school. Namely, Sable appropriated language from the official discourse to describe
the dismissal process. In this utterance, Sable indicated, “It took a while for, you know,
the buses to all get there and line up because it was probably an hour and a half before the
end of the school day . . . so, they weren’t there yet” which corresponded to a similar
expression by Mrs. James who recalled, “It took a while to get the buses there because
you know they weren’t ready to come to the school.” These two utterances were nearly
verbatim, but Sable preserved and communicated the official language with familiarity—
identified through her tone and elaboration upon this recollection—particularly when
attaching a timeframe to the reason behind why the buses were not ready to come pick up
the students. In this way, Sable communicated the official discourse but for her own
purpose which was to describe the bus dismissal process. As such, this particular
utterance was identified as an appropriation of the official language.

In a third example, Kera expressed a worldview—recognized as an official
perspective—in a way that suggested she had maintained the language of the adults to
describe the post-earthquake exit from the school building. In this utterance, Kera shared,
“So, once it [the earthquake] stopped, we [her class and her teacher] all left . . . we did
not wait for an announcement . . . everyone just kind of filed out.” Kera’s utterances,
“just left” and “filed out,” pointed to an absence of immediacy to leave the building, and

when exiting the school, the students marched or walked in lines or some form of order.
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This unofficial worldview aligned with the official perspective, expressed by Mr.
Mario, who communicated, “We just walked out and uh stood in the field, and uh there
was another aftershock when we were on the field.” Specifically, Mr. Mario’s use of
“walked out” conveyed the sense that there was some composure to the mass exodus and
a general lack of urgency to leave the building, despite the shakes and jolts the school
community had just experienced. The alignment of worldviews in Kera and Mr. Mario’s
communications pointed to a plausible appropriation of the official discourse in her
description of the post-earthquake exit from the school building.

As the conversation about the post-earthquake school dismissal continued, Kera
revealed more characteristics of appropriated language. For instance, in a confident tone,
Kera elaborated upon her previous communication: “We filed out . . . we went out to like
the grassy area in front of the school, and like right as everyone got outside . . . another
aftershock hit.” In this utterance, Kera specifically indicated where her class went after
leaving the school building, and what occurred once they got to this particular location.
Kera’s ability to expand upon her previous utterance and with confidence suggested that
Kera understood the communication she expressed to describe the dismissal process. In
light of these discoveries—the alignment of her perspective with the official worldview,
certain expression, and conveyed sense of understanding—Kera’s discussion of the
school dismissal was pinpointed as an appropriation of the official discourse. As Kera
exhibited in this example, preserving the words of the adult speakers was another way by
which the youth occasionally expressed their earthquake experiences.

Ventriloquated discourse. Like the appropriations, ventriloquated utterances

were also rare in the unofficial expressions of the earthquake experience in school. Recall
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that a ventriloquation is a mimicking or preservation of the official language (Bakhtin,
1981). Pursuant to Bakhtin’s (1981) theory of communication, ventriloquated utterances
are communicated with a sense of unfamiliarity and languages that sound alien or foreign
to the speaker.

To identify ventriloquated communication, unofficial utterances that included
similar language to the official social group were examined for traces of the adult
discourse. Then, the tone, words and other communication units, and linguistic
expressions were analyzed to identify if the utterance was a form of maintaining the
official language. Utterances that demonstrated a sense of understanding or certainty
were excluded from this body of discourse.

This particular analysis discovered that the youth rarely ventriloquated the official
discourse in the communication of their earthquake experiences. In fact, in approximately
1 out of every 15 or a total of 20 utterances, instances of ventriloquating the official
discourse were found. While the adolescents infrequently mimicked the official language,
it is important to reference because it was one way by which the youth voiced their
experiences of the substantial transformation in school.

In ventriloquating the official language, the adolescents mainly communicated—
in unfamiliar and foreign tones—almost verbatim (cf. Samuelson, 2009) and at times
even mimicked words or phrases without demonstrating a sense of understanding. In this
section, three examples will be provided that illuminate the young speaker’s
preservations of the official language through ventriloquated utterances.

The first example is an excerpt from a conversation I had with Elsie about the

earthquake’s motions. Shortly, but not immediately after watching a BCN news clip of
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the Ware earthquake, I asked Elsie what the earthquake felt like. In an unfamiliar tone,
Elsie responded, “Everything was bouncing up and down when the earthquake hit.” This
utterance was analogous to a communication—*“Just everything around me was bouncing
up and down”—a Ware local had voiced in the same BCN news clip Elsie and I watched
together. Given the similarity in Elsie and the media’s communications, I asked her to
elaborate upon or describe the significance of this utterance; although when prompted,
Elsie was unable to provide an explanation or any additional details. For these reasons—
Elsie’s expressed linguistic trace of an official phrase, uncertain and foreign
communication, and inability to voice the meaning of this term, or display an apparent
sense of understanding—it was suggested that this utterance was a ventriloquation of the
media discourse.

In a second example, Elsie was asked to identify the sounds that spring to mind
upon hearing the word earthquake. In response, Elsie answered, “Definitely the train the
most. That’s what it sounds like the most that would be around here,” expressing the
worldview that the sound of a train closely resembled the earthquake. Although in this
utterance, there was no clear indication as to what that sound was exactly. As such, I
asked Elsie to identify the sound to determine if, for instance, it was the sound of a train
horn or whistle, a chugging sound, or the screeching sound of a train coming to a sudden
halt. However, Elsie was unable to describe the sound which pointed to a plausible
ventriloquation of the official discourse. In juxtaposing Elsie’s communication to that of
the official speakers, this utterance was found to be similar to Mrs. Steelton’s response to
the same question: “What sounds come to mind when the word earthquake is heard?” In

her reply, Mrs. Steelton explained, “It was the sound of a train, and it had that rumble
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rumble to it.” Mrs. Steelton’s analogous identification of the sound of a train as
comparable to the noise of the earthquake revealed a trace of the official discourse in
Elsie’s communication of the earthquake’s sounds. Withal, an analysis of this utterance
illuminated that Elsie had demonstrated two major attributes of a ventriloquation: a
footprint of the official language and an inability to demonstrate a sense of
understanding. For this reason, it was suggested that her utterance was a ventriloquation
of the adult discourse.

In a third example and similar to Elsie, Lainey revealed characteristics of a
ventriloquation when describing the earthquake’s sounds. In this utterance, Lainey
voiced, “The boom definitely is what comes to mind. . . . Yeah, the boom was definitely
weird. Like the boom came, and then there was like four or five seconds in between . . .
and then the earthquake.” In this recollection, Lainey focused on what she delineated as a
boom; during our conversation, I asked her to elaborate on what she meant by this
inquiring, “What did the boom sound like exactly?” In response, Lainey hesitated, was
unable to characterize the boom, and immediately switched topics to recount the motions
of the earthquake. This reply led me to question if Lainey understood the significance of
her utterance.

Furthermore, when compared to the official language, Lainey’s utterance was
found to be analogous to a communication expressed by Mr. Mario. When asked the
same query—to describe the earthquake’s sounds—Mr. Mario explained that it was like
“the sound of a large cannon-fire like . . . a booming sound . . . and that was probably
drilled into our head from all [of] the aftershocks.” Like Lainey, Mr. Mario identified the

earthquake sound as similar to a boom. This similarity in perspective illuminated a
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linguistic footprint of the official social group in Lainey’s communication. In
consideration of this finding and Lainey’s inability to communicate an understanding of
her description, this utterance was pinpointed as a ventriloquation of the official
discourse. Thus, in light of such instances of ventriloquating the official language,
mimicking or preserving the official discourse was identified as one rare way in which
the youth communicated their earthquake experiences in school.

Findings: Research Question Two

In addition to uncovering how the adolescents expressed their earthquake
experiences, this study sought to understand the social spheres of influence of the youth
during the time of the substantial transformation (i.e., the Ware earthquake) in the school
setting. The reasons for this particular research interest were two-fold. The first rationale
was prompted by Bakhtin’s (1981) theory of communication. Recall that the official
discourse of the adults was viewed as the dominant—based on a review of the literature
and a preliminary media analysis (see Chapter 1)—and therefore, respectively also what
Bakhtin would identify as an authoritative language.

For Bakhtin (1981), authoritative discourses strive to consolidate, standardize,
homogenize, and hierarchize languages; impose one “correct” version of the truth; and
stabilize worldviews. Drawing on this delineation of the authoritative word, this meant
that if traces—through word choices or tones for instance—of the official discourse were
found in the language of the youth, then the dominant group was influential in shaping
the adolescents’ views of the Ware earthquake. The intention of the authoritative word to
dictate and mold the language of others sparked my interest in uncovering the official

social groups that influenced how the unofficial voices were constructed.
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Beyond just official voices, the communication of the youth was also examined
for traces of unofficial social groups. The epistemology of social constructionism and the
Vygotskian (1986) theoretical framework guiding this study suggested a need to
understand how, if in any ways at all, unofficial spheres shaped the voices of the
adolescents. Namely, social constructionism’s view of realities as defined, maintained,
and revised through discussions with others (cf. Hruby, 2001) pointed to a possibility that
the truths expressed by the adolescents could be constructed from their social
relationships and dialogic engagements with other unofficial voices. Furthermore and as
discussed in Chapter 2, Vygotsky positioned More Knowledgeable Others (MKOs) as
scaffolds in the mental and linguistic development of others and identified MKOs as not
just adults, but also peers and older youth, among others. This particular theory of
Vygotsky prompted the consideration and subsequent plausible identification of
unofficial social groups who were influential in shaping the voices of the youth.

Given that official and unofficial speakers could have a role in how the discourse
of the adolescents was shaped, it became of interest to uncover which social groups were
influential in molding the voices of the youth. For this reason, this inquiry investigated a
second research question: “During times of a substantial transformation, what were the
spheres of influence of adolescents in the social context of the school?”

Identification of influential spheres. To identify the spheres of influence,
several steps were taken. This process was mentioned in Chapter 3 but will be discussed
in more detail here. First, influential social groups were recognized based on apparent
linguistic traces of others in the unofficial discourse. Specifically, to pinpoint impressions

of influential spheres in the discourse of the youth, I drew on the delineation of voice (see
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Chapters 1 and 2) as an expression of a speaker’s overall perspectives, attitudes,
intentions, and points of view of the world (cf. Wertsh, 1991). In so doing, the languages
of different social groups were compared to the adolescents to uncover analogous
worldviews, tones, and intentions. If one of these components of voice was akin to the
worldviews, tones, and expressions of the focal youth, the comparable social group with
similar linguistic fragments was identified as a sphere of influence.

One manner by which the traces of others in the unofficial discourse were
identified was through the examination of the utterances collected from five official
voices—MTrs. James, Mr. Mario, Mrs. Steelton, BCN, and BCS—who were respectively
recognized as part of the enrichment and general education teachers, vocational
educators, and the mainstream media social groups. These sources—given that as social
groups, they each had a unique language (Bakhtin, 1981)—were pinpointed as plausible
spheres of influence. Thus, when seeking to determine the specific spheres of influence
of the youth, the adolescents’ discourse—already previously identified as a
ventriloquation, appropriation, or hybridization (see Chapter 3) and thus embodying a
trace of the official discourse—was examined for specific linguistic footprints of the
identified official groups (i.e., enrichment and general education teachers, vocational
educators, and the mainstream media). Analogous demonstrations of language or
worldviews determined which sphere of influence played a role in the ventriloquated,
appropriated, and hybridized communications of the youth.

As another way of identifying linguistic footprints of others in the unofficial
discourse, the analytical memos (Rossman & Rallis, 2003)—generated from the

discussions with the adolescents—were consulted to identify the youth’s social groups
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during the time of the earthquake. Among other data, these analytical memos included
insight into the sources the adolescents sought and talked to about the earthquake and in
general, what information the young subjects learned from them, and why the youth
referred to or engaged with these particular sources. Drawing on this data—jotted in the
analytical memos—a list of plausible influential spheres was generated for each
adolescent participant. This information was then cross-referenced with the collected data
to determine where and when traces of other groups were evident in the communication
of the adolescents.

Summary of Findings. From these steps, the spheres of influence in the
communication of the youth were uncovered and are depicted in the form of a mosaic in
Appendix L. This mosaic illustrates the four findings germane to the spheres of influence
in the voices of the adolescents. These discoveries included the following:

1. Influential Spheres: Five official and seven unofficial social groups were
influential in the adolescents’ discursive expressions of their earthquake
experiences.

2. Predominant Official Sphere of Influence: The general education and enrichment
teachers social group was the predominant official sphere of influence in the
ventriloquated, appropriated, and hybridized discourse of the youth.

3. Primary Unofficial Sphere of Influence: The primary unofficial sphere of
influence in the hybridized, created, or resisted communication of the youth was

their classmates.
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4. Secondary Unofficial Sphere of Influence: Second to classmates, the adolescents
drew on the unofficial discourse of close friends and upperclassmen to voice their
earthquake experiences.

Each of these findings will be discussed in detail in this section.

Influential spheres. An analysis of the youth’s utterances revealed five official
and seven unofficial social groups as influential spheres in the adolescents’
communication of their earthquake experiences. The five official spheres of influence
identified in the voices of the focal youth included (dual-role) enrichment and general
education teachers, general education teachers, vocational educators, the media, and
parents. Additionally, the following unofficial social groups were found to be influential
in the ways in which the youth communicated their earthquake experiences: high school
associations, classmates, close friends, club members, teammates, underclassmen, and
upperclassmen. Descriptions of each of these social groups can be found in Table M1 in
Appendix M. This table also reveals when traces of the identified official and unofficial
social groups were evident plus lists examples that reveal the intents and discursive acts
of the focal youth when hybridizing, appropriating, ventriloquating, or subverting the
language of others. Next, portions of this table will be discussed to highlight how and
why the youth expressed linguistic footprints of the identified spheres of influence in the
communication of their earthquake experiences.

As shown in Table M1, the adolescents communicated their earthquake
experiences by voicing multiple types of discourse—specific to both official and
unofficial social groups—that varied by intention. For instance, the youth hybridized and

ventriloquated the discourse of the media to describe the motions of the earthquake and to
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identify their initial thoughts of the source of the shakes and jolts prior to the event being
confirmed as an earthquake. In another manner, the adolescents voiced linguistic
footprints of the unofficial social group of teammates when constructing and resisting the
official discourse to share how the earthquake had shaped their perceptions of certain
situations and to describe the night of the earthquake. These two instances are just some
of the ways in which the youth revealed linguistic impressions of other social groups in
the communication of their earthquake experiences.

In the subsequent sections and findings, the major influential spheres will be
discussed in more detail. These influential spheres included general education and
enrichment teachers, vocational educators, classmates, close friends, and upperclassmen.
These social groups were identified as being more prominent than others based on the
fact that more than 15 traces of their discourse were detected in the voices of the focal
youth. The high number of footprints of others in the unofficial language led to the
identification of these sources as major spheres of influence in the youth’s
communication of their earthquake experiences.

Predominant official sphere of influence. In Chapter 2, the discourse types—
ventriloquation, appropriation, and hybridization—were discussed. All three of these
forms of discourse involve the official language in some way—ventriloquations are
repetitions, appropriations are preservations, and hybridizations are negotiations and
displacements of the official discourse (Bakhtin, 1981). Given the draw of these
discourse styles on the official language and the focus of the second inquiry—which
sought to pinpoint the spheres of influence of adolescents during the substantial

transformation in the school setting—it was necessary to identify which official social
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group the youth primarily drew on when voicing their earthquake experiences through
ventriloquations, appropriations, and hybrids.

From this investigation, I found the general education and enrichment teachers
social group to be the predominant official sphere of influence in the ventriloquated,
appropriated, and hybridized discourse of the youth. An example of an adolescent
drawing on the discourse of the general education and enrichment teacher sphere of
influence was revealed in Elsie’s communication of her teacher’s response to the initial
shaking motions of the earthquake. While telling this story, Elsie stated a direct quote
from her enrichment teacher (whose classroom she was in when the earthquake struck).
Specifically, Elsie recalled, “So, my teacher was like, ‘Get under your desk! Get under
your desk! Cover your heads!”” Recall from Chapter 2 that Bakhtin (1981) identified
direct quotations as one form of ventriloquated discourse. Given that Elsie expressed the
exact words of her teacher, this utterance was pinpointed as a ventriloquation of the
official discourse of the general education and enrichment teacher social group.

Primarily, the adolescents blended, negotiated, and displaced the social language
of general education and enrichment teachers to describe the behaviors of the students
during the school evacuation and to name positive and negative experiences following the
earthquake. An example of this finding was illuminated in Gwen’s communication: “The
kids [were] like behind the school just milling around . . . trying to find their friends and
trying to figure out what just happened.” In analyzing this utterance, it was suggested that
this communication was a hybridization of a general education and enrichment teacher’s
recollection of the students’ behavior during the dismissal process. In this particular

communication, Mrs. James shared, “I remember just the general milling about of people
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outside on the slope.” Like Gwen, Mrs. James recalled the milling about of students,
teachers, and other school staff after being evacuated.

In analyzing these two analogous communications, Gwen’s utterance was
pinpointed as a hybrid of the general education and enrichment teacher sphere of
influence, because she demonstrated characteristics that aligned with the ways in which
Bakhtin (1981) characterized a linguistic blend. Specifically, Gwen expressed a footprint
of the language of Mrs. James—a speaker of the general education and enrichment
teacher social group—by displacing the word milling and subsequently blending this term
with a description (i.e., “trying to find their friends and trying to figure out what just
happened”) of why she thought her peers were moving around with no particular purpose
or direction after being evacuated from the school building. Pursuant to Bakhtinian
thought, this elaboration of the post-evacuation scene revealed her understanding of the
utterance. Withal, these actions—the displacement and blending of an official language
with the unofficial discourse in an effort to express her own perspectives—suggested that
Gwen had hybridized the language of the general education and enrichment teacher social
group. In light of similar instances to this example, the social group of general education
and enrichment teachers was pinpointed as a primary official sphere of influence in the
ventriloquated, appropriated, and hybridized utterances of the youth.

The finding that the general education and enrichment teachers were a
predominant official sphere of influence in the ventriloquated, appropriated, and
hybridized discourse of the youth aligned with the information the young subjects shared
during the conversations. The adolescents who participated in this study were enrolled in

either general education and/or enrichment (i.e., AP or DE and the Governor’s School
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Program) courses during the time of the earthquake and throughout their high school
careers. For that reason, it would make sense that in one way the youth drew on the
discourse of this social sphere to express their earthquake experiences.

When compared to the vocational teacher social group, the voices of the
adolescents embodied almost twice as many footprints of the general education and
enrichment educators (120 total) compared to the vocational teachers (77 total; note that
some utterances revealed traces of both social groups and thus were counted twice). In
fact, approximately 1 out of every 3 ventriloquated, appropriated, or hybridized
utterances carried traces of the social group of vocational teachers.

One example of the adolescents expressing linguistic footprints of the vocational
teacher sphere of influence was first exhibited in Kera’s reflections on the earthquake
experience. During this conversation, Kera shared, “I’m not bummed that it happened, I
mean it sucked, but it’s fine.” In this expression, Kera voiced her feelings about the
earthquake, highlighting that it was a difficult but not an upsetting experience.

When also reflecting on the earthquake experience, Lainey communicated an
analogous worldview to Kera in her utterance: “[ The earthquake did not bring back]
many negative memories.” Like Kera, Lainey did not retrospectively view the earthquake
as a damaging or awful event.

A juxtaposition of Kera and Lainey’s utterances to the communication of the
official speakers uncovered a similarity between the worldviews conveyed through their
expressions to Mrs. Steelton’s reflections of the earthquake experience. In this utterance,
Mrs. Steelton—who was a vocational educator at the time of the earthquake—shared,

“Everybody was fine from the earthquake; no one was seriously hurt . . . um the
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aftermath was not pleasant, but the immediate outcome was not really negative.” Like
Kera and Lainey, Mrs. Steelton perceived the earthquake as an event that was not
detrimental but an experience that created complications and some distress for the WHS
community.

An analysis of Kera, Lainey, and the vocational teacher’s utterances revealed that
Kera and Lainey expressed discursive impressions of the official language, but at the
same time, negotiated and blended the vocational educator’s worldview with
understanding and a sense of familiarity based on their ability to replace the vocational
educator’s discourse with unofficial language (e.g., “bummed” and “sucked”) and
perspectives (e.g., “not many negative memories”). This fusion of the vocational
educator’s retrospective account with their own language and worldviews suggested that
these youth had hybridized the discourse of the vocational educator social group to
express their reflections of the earthquake experience.

In other ways, the focal youth revealed impressions of the vocational educator
sphere of influence, namely when the adolescents expressed ventriloquated utterances to
discuss the students’ injuries caused by the earthquake that required medical attention,
appropriated communication to explain how they decided to exit the school after the
initial jolts, and hybridized the official language to evaluate what was hard or difficult
following the earthquake. For instance, traces of the language of a vocational educator,
namely Mrs. Steelton, were found in Lainey’s description of the earthquake-induced
injuries that required medical attention. Specifically, Lainey recalled, “The one injury
that I remember hearing about was that a television fell on someone,” which was

analogous to Mrs. Steelton’s mentioning of “a television falling off a pedestal onto two
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big guys.” The similarity in content of these two utterances—a television fell on
someone—illuminated a discursive footprint of the vocational educator social group in
Lainey’s communication, which for Bakhtin (1981), pointed to this official group as an
influence in the ways in which Lainey voiced this particular utterance.

Primary unofficial sphere of influence: Classmates. This next section turns to
classmates, which as a social group, were found to be a prominent influence in the voices
of the adolescents. In fact, classmates were the primary unofficial sphere of influence in
the youth’s communication of their earthquake experiences in school. Here this finding
will be discussed in more detail.

Recall from Chapter 2 that Bakhtin (1981) identified three internally persuasive
discourse varieties: hybridizations, resistances, and creations. Given that a hybridization
is a displacement and negotiation of the official language and blending of this discourse
with the unofficial communication (Bakhtin, 1981), it was considered plausible that
unofficial traces could be found in the hybridized utterances of the adolescents.
Additionally, in light of the fact that subversions—in the form of resistances or
creations—convey new or different worldviews than those of the official social group,
unofficial traces could be detected in these two types of internally persuasive discourses.
For these reasons, hybridized, resisted, and created utterances were examined for
impressions of other unofficial social groups that were influential in shaping the
discourse of the youth.

This particular examination revealed that the primary unofficial sphere of
influence in the adolescents’ communication—and specifically their hybridized and

subverted utterances—was their classmates. This finding aligned with the youth’s
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identified sources of earthquake information; all of the youth indicated that they talked
with their classmates about the earthquake following this substantially transformative
experience. For instance, during our conversations, Elsie, Gwen, Sable, and Lainey
identified each other as classmates. Therefore, when these adolescents voiced analogous
utterances, such as “shake,” “Ware,” and “chaos” when asked to share terms that come to
mind when the word earthquake is heard, these expressions were identified as embodying
linguistic traces of the unofficial social group of classmates. In light of this understanding
and Bakhtinian (1981) thought, it was then suggested that the social group of classmates
had influenced the discursive constructions of Elsie, Gwen, Sable, and Lainey.

In instances such as this example and more specifically, in approximately 1 out of
every 3 hybridized, created, or resisted utterances (or 26 in sum), the adolescents
expressed language or a worldview that aligned with that of their classmates. It is
important to note that some utterances were counted twice if an alignment with more than
one unofficial voice was apparent. More on this finding will be discussed in the
subsequent chapter.

Withal, traces of the classmates varied in the communication of the focal youth.
Linguistic fragments of the youth’s classmates were evident in all three types of
discourse—hybrids, creations, and resistances—and differed based on the topic or intent
of the conversation. For instance, the adolescents drew on the discourse of their
classmates—all the while resisting the official discourse—when reflecting on their
earthquake experiences. When constructing language, the youth revealed traces of their
classmates when generating words or phrases that come to mind when the word

earthquake 1s heard.
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Too, the adolescents blended the language of their classmates with an internally
persuasive discourse to identify the post-earthquake injuries and student reactions that
required medical attention, discuss the lingering effects of the earthquake, and describe
the initial motions of this rare event, among other intents. For instance, Elsie blended the
discourse of her classmates when recalling how she “heard a television had fallen on
someone” during the earthquake. When I asked her who she heard this from, she
pinpointed one of her classmates. Elsie’s identification of incorporating a classmate’s
story to voice her perception of the post-earthquake injuries illuminated her reliance on
this unofficial social group in the construction of her earthquake experiences. As a result
of instances such as this example, the social group of classmates was highlighted as a
primary unofficial influence in the voices of the focal youth.

Secondary unofficial sphere of influence: Close friends and upperclassmen.
Second to classmates, I discovered that the focal youth also drew on the unofficial
discourse of close friends and upperclassmen to voice their earthquake experiences. In
fact, approximately 1 out of every 4 (or 19 in sum) hybridized, created, or resisted
utterances displayed impressions of close friends of the adolescent subjects.
Comparatively, 1 out of every (approximate) 5 utterances (or 16 in sum) revealed
unofficial traces of upperclassmen.

When communicating their experiences of an earthquake in school, the youth
drew on the spheres of influence of their close friends and the upperclassmen in various
ways. In one manner and while simultaneously resisting the official discourse, the
adolescents assimilated the language of their close friends and upperclassmen to explain

the post-earthquake school dismissal process. In other more predominant fashions, the
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adolescents appropriated words from their close friends to hypothesize what the
earthquake was before it was confirmed, describe what it was like to attend school all
four years of high school in the modular units, and identify words and phrases that come
to mind when the word earthquake is heard. In terms of the upperclassmen, this
unofficial social group influenced the ways in which the focal youth constructed an
internally persuasive discourse to describe their earthquake experiences. For instance, the
upperclassmen shaped how the focal youth characterized the substantial transformation,
hypothesized their thoughts about what the earthquake was initially, and identified
earthquake sounds. In addition, the adolescents fused their language with that of their
close friends and the upperclassmen to describe the cell phone clog that occurred
following the school evacuation. To elaborate on this finding, two data excerpts that
revealed traces of the close friend and/or upperclassmen social groups will be provided
and discussed.

As one example, traces of the close friend and upperclassmen unofficial social
groups were found in the utterances of Kera, Lainey, and Sable. Prior to discussing these
linguistic footprints, it is important to mention that during our conversations, Lainey and
Sable identified each other as being close friends, and when all five of the focal
adolescents were in high school, Kera was an upperclassman to the four other youth.
Understanding that Lainey and Sable were close friends, and Kera was an upperclassman
to the other subjects respectively positioned these youth as part of the close friend and
upperclassmen social groups. Based on these affiliations and in accordance with
Bakhtinian (1981) thought, when Kera, Lainey, and Sable expressed analogous

perspectives of the dismissal process as chaotic, linguistic impressions of the close friend

177



and upperclassmen spheres were revealed, which suggested that these social groups had
influenced the ways in which this particular unofficial worldview was constructed.

In another example, a trace of the close friend social group was illuminated in the
language of Kera. Upon asking Kera what she thought the earthquake was at first, she
replied, “We didn’t really know for sure, because how could we?”” Following this
utterance, I inquired as to who the “we” was that she had referenced in her
communication. In response, Kera shared the name of an individual—whom she
identified as a close friend—which consequently pinpointed this social group as a sphere
of influence in Kera’s construction of the potential source of the shakes (prior to the
event being confirmed as an earthquake). In light of such instances, the unofficial social
groups of classmates and upperclassmen were identified as secondary influences in the
constructed, resisted, and hybridized discourse of the adolescents.

Chapter Summary

The main intent of this chapter was to present and detail the research findings.
This chapter discussed how the youth expressed their earthquake experiences in school
by creating, hybridizing, resisting, appropriating, and ventriloquating utterances.
Primarily, the adolescents constructed an internally persuasive language to communicate
their earthquake experiences. In addition, the findings to the second research query—
which sought to identify the spheres of influence in the voices of the youth during the
substantial transformation they experienced in school—were presented. The investigation
of the second research question revealed a number of official and unofficial social groups

that were influential in shaping the voices of the youth.
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Also, this chapter provided insight into the data collection methods and described
the official and unofficial subjects. Discussions and drawings were used to gather an
understanding of the unofficial communication of the youth. To collect official utterances
of the Ware earthquake, conversations were held with adult participants and media clips
were observed. These data collection activities involved five adolescent participants,
three WHS adult subjects, and two media sources—all of which were introduced in this
chapter.

The findings specified here will be elaborated upon in the next chapter.
Specifically, Chapter 5 will attach meaning to the study results by tying the findings to
the theoretical and empirical bodies of literature guiding this work. In addition, in this last
chapter, the interpretations and implications of the findings will be shared, and

recommendations based on the study’s discoveries and conclusions will be provided.
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Chapter Five: Conclusions and Recommendations

Overview of Chapter

The purpose of this chapter is to discuss and interpret the findings and identify
conclusions and recommendations for practice and research based on a holistic analysis
of the study results, epistemology, theoretical framework, research questions, and
literature foundations. In addition, this chapter provides commentary on the study which
specifies the assets and challenges to this work. This chapter concludes with suggestions
for future research based on the limitations of the study and ideas that arose during the
data collection and analysis processes.
Dissertation Summary

This study examined the voices of adolescents who experienced an earthquake in
school. Specifically, this research investigated two questions: “How did adolescents
express their experiences of an earthquake in school?”” and “During times of a substantial
transformation, what were the spheres of influence of adolescents in the social context of
the school?” To explore these queries, [ drew on a branch of discourse analysis—
recognized as discursive psychology (Jorgensen & Phillips, 2002)—to conduct an in-
depth examination of the voices of adolescents who experienced an earthquake in school
through drawings, a media discourse analysis, and discussions. An examination of the
unofficial voices revealed the ways in which the youth expressed ventriloquated,
appropriated, hybridized, and subverted utterances in the communication of their
earthquake experiences and pinpointed both official and unofficial social groups as
influential in shaping the discourse of the adolescents.

Research Questions: Summary of Findings
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This section will provide a brief summary of the findings discussed in the
previous chapter. Specifically, the major discoveries to the two research questions
guiding this inquiry will be discussed. First, how the adolescents expressed their
experiences of an earthquake in school will be reviewed.

1. How did adolescents express their experiences of an earthquake in school?

In expressing their experiences of an earthquake in school, the youth
communicated various discourses—reflective of the voices of both the official and
unofficial social worlds—through ventriloquated, appropriated, hybridized, and subverted
utterances. The predominant discourse of the adolescents was an internally persuasive
language respectively comprised of constructed, hybridized, and resisted utterances.
Primarily, the youth subverted the official language of the WHS adults when compared to
that of the media. In addition, neutral tones were found to be specific and unique to the
internally persuasive language of the adolescents.

2. What were the spheres of influence of adolescents during times of a
substantial transformation in the school setting?

Official and unofficial spheres of influence shaped the communication of the
youth when voicing their experiences of a substantial transformation in school. Five
official social groups were identified: (dual-role) enrichment and general education
teachers, general education teachers, vocational educators, the media, and parents. Seven
unofficial social groups—namely associations, classmates, close friends, club members,
teammates, underclassmen, and upperclassmen—influenced the communication of the
youth. Of these spheres of influence, a high number of traces of the official social group

of general education and enrichment teachers and the unofficial language of classmates

181



was revealed in the utterances of the adolescents. Withal, the youth drew on the
languages of adults and other adolescents in various ways including simultaneously
resisting and relying upon the official discourse.

Conclusions

This section will present the conclusions of this research. The following
conclusions are based on the study findings and connected with the bodies of literature
and theory guiding this work. The study conclusions include the following:

1. During times of a substantial transformation in the school setting, social
interactions with More Knowledgeable Others (MKOs) are essential to
adolescents’ constructions of voice.

2. Adolescents can be both producers and consumers of knowledge.

3. Through their voices, adolescents offer unique, novel, varied, and different
perspectives and accounts of natural disaster experiences.

The conclusions reflect key features of the voices of the youth and the prominent
influences that shaped the adolescents’ communication of their earthquake experiences.
In this section, the conclusions are discussed in detail and dovetailed with relevant and
supporting theoretical and empirical literature.

Conclusion 1: During times of a substantial transformation in the school
setting, social interactions with More Knowledgeable Others (MKOs) are essential
to adolescents’ constructions of voice. Linguistic traces of More Knowledgeable Others
(MKOs)—from both the official and unofficial social worlds—were principal
components of the unofficial voices which indicated that the youth’s interactions with

MKOs were pivotal to the development of their communication. Following and as a
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result of social engagements with MKOs (including but not limited to classmates,
upperclassmen, and vocational teachers; see Chapter 4), the youth discerned what
language of the official and unofficial interlocutors they wanted to maintain—through
ventriloquated or appropriated expressions—and also blend or subvert through internally
persuasive communications. Too, the dialogic engagements of adolescents with MKOs
allowed the youth to experiment with different ideas, contest or shift previously held
understandings of the substantial transformation, and at times, interact with and possibly
gain novel and unconventional perspectives of the earthquake (cf. Bakhtin, 1973). Put
simply, the youth’s interactions and engagements with multiple official and unofficial
MKOs provided the adolescents with the opportunity to draw from the discourse of
others where there was agreement, oppose the language of social groups that expressed
conflicting perspectives to that of the speaker, and at times, fuse their communication
with internally persuasive words to express novel and constructed worldviews of the
Ware earthquake.

As a result of the youth’s interactions with More Knowledgeable Others (MKOs)
and the entanglement and negotiation with the discourses of these interlocutors with their
own, the voices of the adolescents became heteroglossic (Bakhtin, 1981). In this way, the
communication of the youth represented a fusion of heterogeneous languages and
perspectives. This blending of official and unofficial discourses exposed, recognized, and
acknowledged a multiplicity of perspectives and essentially, unearthed a different, new,
and/or varied way of thinking about the Ware earthquake.

Moreover, this study’s conclusion—heteroglossic voices result from the

discursive interactions of youth with More Knowledgeable Others (MKOs)—expands
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upon Bakhtin’s (1981) understanding of heteroglossia by specifying a type of interlocutor
that supports adolescents’ multivocal constructions of communication. For Bakhtin,
social engagements with others are key to developing a heteroglossic language, but the
type of speaker needed for such a multivocal construction of discourse is unclear. This
study’s findings inform and specify the type of interlocutor necessary for the
development of a heteroglossic language.

In this way, a noteworthy connection between Bakhtinian (1981) and Vygotskian
(1986) thoughts is made. Recall from Chapter 2 that Vygotsky identified MKOs as
scaffolds in the linguistic development of the young. What is learned from this research is
that MK Os are also scaffolds in the heteroglossic linguistic constructions of the young.
This understanding establishes a pivotal link between Bakhtinian and Vygotskian thought
and pinpoints MKOs as a specific type of interlocutor that dialogically facilitates youth’s
constructions of a heteroglossic language, particularly in school settings where a
substantial transformation has been experienced.

Conclusion 2: Adolescents can be both producers and consumers of
knowledge. While the literature (see Calkins, 1986; Fielding, 2001; Heath, 1998; Moll,
Amanti, Neff & Gonzalez, 1992) primarily identified students as being either a consumer
or a producer, this study revealed that youth simultaneously maintain both positions in
this dichotomy. As consumers the adolescents occasionally ventriloquated and
appropriated the language of the official social group. Consuming—or in other words
maintaining or preserving the discourse of others—was mainly contributed to a lack of

understanding of conventional language on behalf of the youth. In addition, the
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adolescents exercised consumer roles when using the words of others but with familiarity
and for their own purposes.

At the same time, the youth produced worldviews of the earthquake. These
constructions manifested in hybridized and subverted utterances. In these
communications, the adolescents created a novel internally persuasive discourse to voice
their earthquake experiences that in some ways differed, and at times, conflicted with the
language of the official social group.

In traditional education and the curriculum and instruction in spaces of learning,
students are predominately positioned as either consumers (see Heath, 1998; Moll,
Amanti, Neff & Gonzalez, 1992) or producers (see Calkins, 1986; Fielding, 2001) of
knowledge. However, the ability of the youth to simultaneously construct novel
understandings and preserve the knowledge of others revealed that adolescents do not just
maintain one position or the other, as Calkins (1986); Fielding (2001); and Moll, Amanti,
Neff, and Gonzalez (1992) suggested but instead exercise both roles simultaneously (cf.
Alvermann, Young, Green, & Wisenbaker, 1999). This particular discovery breaks the
binary views of Calkins; Fielding; and Moll, Amanti, Neff, and Gonzalez of adolescents
in schools and instead, points to this concurrent production and consumption of
knowledge as a means by which the youth bridge the official and unofficial worlds and
navigate the various entangled languages and perspectives within the social context of the
school. Thus, this study showed that by exercising these dual roles, youth can consume
and produce knowledge, amongst multiple and often conflicting discourses, to craft and

construct a voice to express their experiences of a substantial transformation in school.
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Conclusion 3: Through their voices, adolescents offer unique, novel, varied,
and different perspectives and accounts of natural disaster experiences. These four
characteristics—unique, novel, varied, and different—are purposefully grouped together
here to portray and represent the unofficial communication of the adolescents. To
elaborate on these descriptors, the voices of the young were unique because they were
varied; at the same time, the language the adolescents expressed to communicate their
earthquake experiences was novel. Here each of these features will be discussed in more
detail.

Through their voices, the adolescents uniquely offered varied perspectives of the
earthquake experience. Recall from the first conclusion that the kinds of communication
the youth used to express their experiences varied insofar that the unofficial discourse
was heteroglossic, or in other words, a fusion of multiple languages and perspectives
(Bakhtin, 1981). The multiple voices of the youth—embodied within the unofficial
discourse—contrasted with the official social world’s single-ideal consciousness or only
one “correct” truth or language (Bakhtin, 1981). The contrast of the monologic discourse
of the adults to the adolescents’ expressions of various worldviews—that embodied their
own perspectives of the Ware earthquake and that of others—characterized the unofficial
voices as distinctive.

Furthermore, the voices of the youth were unique because the unofficial language
was novel in part. Recall the main finding of this investigation: The adolescents primarily
constructed an internally persuasive discourse to express their experiences of an
earthquake in school. The language engendered by the youth to voice their experiences

uncovered new understandings and worldviews of the Ware earthquake. Until this
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unofficial communication was unearthed through this study, the understandings of the
Ware earthquake were dominated by the official discourse (see Chapter 1). Resultantly,
the adolescents’ expressions of an unconventional, new kind of language offered
different, novel, and fresh (cf. Mitra & Gross, 2009) meanings or worldviews of the Ware
earthquake than those that had been previously and singularly expressed by the official
social group.

For this reason and in other ways, the unofficial discourse was different. In part,
the unofficial discourse separated itself from the language of the official social world
which, in essence, demonstrated the ability of the adolescents to subvert the words of the
dominant (cf. Mitra & Gross, 2009) and in so doing, express unique voices (cf. Heath,
1998). In addition to constructing their own unofficial language (as previously
discussed), the youth resisted the official discourse to voice, at times, oppositional
worldviews to that of the adults.

For instance, I discovered that the adolescents primarily voiced an internally
persuasive discourse with neutral tones. As discussed in Chapter 4, the neutral intonations
in which the youth predominately communicated actually contrasted with the attitudes
the official social group believed the adolescents held of the earthquake. Repeatedly, the
official discourse conveyed that the adolescents were scared, “didn’t know what to do,”
confused, and frightened. Certainly this official worldview of the adolescents contrasted
with the impartial, stolid, tranquil, apathetic, and unemotional intonations expressed
through the unofficial discourse of the youth. Findings, such as this example, refute the
presumption in natural disaster research that the young are too inadequate to exercise

their voices (see Chapter 2) and reveal the capability of adolescents to communicate their
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own experiences. Moreover, such discoveries support the arguments in the literature—put
forth by Fothergill and Peek (2015) and Mitra and Gross (2009)—that by consulting
youth, different, novel, unique, and/or fresh perspectives may be offered that at times
subvert perspectives set forth by official discourses that potentially do not fully and
honestly explain the actual experiences of the young.

Recommendations

Based on the findings and conclusions of this research inquiry, recommendations
for practice and research were formulated. In this section, three recommendations are
provided. The first two recommendations are pertinent to education professionals (e.g.,
curriculum specialists, school administrators, teachers, etc.) who engage and interact with
curricula and adolescent students. The final recommendation is directed towards
researchers interested in adolescence and natural disasters.

Recommendation for practice: A heteroglossic curriculum. One
recommendation for practice would be to utilize and maintain a curriculum (see
definition in Chapter 1) with a heteroglossic, instead of a monologic, texture that
recognizes and represents multiple and diverse worldviews, not just the dominant or
conventional (Bakhtin, 1981). Within the contact zone of the school, there are a number
of ways in which a heteroglossic curriculum can be achieved. For instance, curriculum
can be constructed so that its substance

* provides students with opportunities to engage in dialogue with More

Knowledgeable Others (MKOs), express their voices, and experience language

beyond the official discourse of the teacher or textbook and

188



* encourages students to draw their own conclusions based on interactions with
multiple, unofficial, and conflicting ideas about a topic instead of just allowing
the young to consume the ideologies, stances, positions, and worldviews of others
(e.g., speakers and writers).

In addition and specifically to achieve a heteroglossic curriculum, educators can exercise
the following actions:

* Be cognizant of the perhaps unconscious construction of a monologic social
world that may be created in the ways in which curriculum is experienced,

* Be prepared to answer student questions regarding unconventional perspectives
and ideas, and

* Invite speakers who represent diverse ideas into the classroom to socially engage
and interact with students.

Heteroglossic conditions—such as the multivocal context that could be created
through the previously suggested acts and was engendered in this work by the youth’s
fusion of heterogeneous languages and perspectives—facilitate the emergence and
development of the “real” or true voices of youth (cf. Bakhtin, 1981). For Bakhtin (1981),
such heteroglossic conditions allow “real language” to live (p. 292). In accordance with
Bakhtin, in these multivocal contexts, real language is constructed from the contradictory
movement, plurality, struggle, and interplay of conflicting, multiple, and diverse
worldviews, perspectives, and truths of heteroglossia. The recommendation to utilize and
maintain a multivocal curriculum expands upon this Bakhtinian understanding of real

language—as a byproduct of heteroglossia—to suggest that heterogeneous substances,
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processes, and experiences of education (Pinar, 2006) facilitate the emergence and
construction of an adolescent speaker’s real or true voice.

The opportunities provided to the young through the medium of a heteroglossic
curriculum offer interactions and perhaps even struggles with diverse and sometimes
conflicting languages, perspectives, and truths to support the development of their true
voice (Bakhtin, 1981). By way of interactions with multiple understandings of the truth, a
heteroglossic condition is open so adolescents come to know and make meaning of the
world in their own way instead of through the monologic (cf. Bakhtin, 1981). In
heteroglossic contexts, young students—Ilike the adolescents in this research—are invited
to consciously and critically draw on discourses upon agreement, oppose conflicting
ideas, and fuse their communication with novel constructions of the world. Through such
actions, a heteroglossic curriculum is created that supports youths’ constructions of their
real voices which represent their own and true perspectives, attitudes, intentions, and
points of view of the world (cf. Bakhtin, 1981; cf. Wertsh, 1991).

Recommendation for practice: Adolescents as producers and consumers.
Another recommendation for practice would be for teachers, administrators, and other
school staff to recalibrate the positioning of pupils in dichotomous ways—in other words,
break the binary view of students as either a consumer or a producer, held by Calkins
(1986); Fielding (2001); and Moll, Amanti, Neff, and Gonzalez (1992). Instead of
viewing pupils as only being able to learn “this” or “that” way or in accordance with the
prescriptive instructional standards or curricula, the study conclusion that the young can
simultaneously maintain both roles challenges the dichotomous views of Calkins;

Fielding; and Moll, Amanti, Neff, and Gonzalez and points to a need for a paradigm shift
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in the way in which students are viewed in the literature and in contemporary schools.
Some suggestions for how to alter the perhaps unconscious and presumptive positioning
of youth as either consumers or producers include the following recommendations:

* Offer pupils copious opportunities to share their perceptions and thoughts or
provide input so that they are not solely regarded or positioned as passive
consumers of education.

* Ensure that when students exhibit consumer roles, they are doing so for the right
reasons, such as not to just receive a nod from the teacher because of a
demonstrated mastery or memorization of the text.

*  Check in with youth to confirm that consumptions of the official language entail
the appropriation of words for their own purposes and with understanding so that
the youth may consciously and critically draw on these worldviews to generate,
tailor, and perhaps sharpen their perceptions of the world.

Through these recommendations, teachers, administrators, and other school staff can
begin to respond to and harmonize their practices with the dual ways this research found
the young think and learn in contemporary schools.

Recommendation for research: Voices of youth. Despite the positioning of
youth as inherently incomplete individuals whose voices are weak and better understood
by adults (Lesko, 1996; Mayall, 2000; McArdle & Manstield, 2007; Raby, 2007) and the
general reluctance of natural disaster researchers to consult youth (cf. Anderson, 2005;
Barrett, Ausbrooks, & Martinez-Cosio, 2008; Peek, 2008), this research revealed that
adolescents are no less competent than adults and in fact, are knowledgeable sources with

unique perspectives and vantage points of the world. This particular finding aligns with
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and expands upon the ideas Alvermann (2002) and Biklen (2004) expressed in literary
research (see Chapter 2). In this body of work, Alvermann and Biklen recognized
adolescents as educators who hold specific knowledge about the situations, places, and
spaces they occupy. The findings of this research extend Alvermann and Biklen’s
understanding of adolescents as knowledgeable sources who represent unique
perspectives and vantage points of the world by revealing the position youth are able to
maintain in natural disaster research.

In essence, this study showed that adolescents have the ability to exercise strong,
competent voices and offer novel, varied, and different perspectives of substantially
transformative experiences, particularly when compared to that of adults. Given that new
understandings can be gleaned from their communication, youth deserve and should be
heard so that others may learn about their unique experiences. Thus, instead of relying
upon adults for the stories of the young, this study provided a justification for natural
disaster researchers in particular, to consult, include, and amplify the voices of youth.

Moreover, the ability of adolescents to contribute new understandings, language,
and perspectives to a monologic (Bakhtin, 1981) natural disaster story (see Chapter 1) by
exercising their own voices points to a need for researchers to shift the ways in which
youth are perceived as sources. As Alvermann (2002) and Biklen (2004) indicated, this
change involves acknowledging and recognizing adolescents as knowledgeable suppliers
of information. By learning from and engaging with the young, others can come to know
and understand the unique, different, and novel insights adolescents are able to offer of
the world.

Commentary of the Study
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The intent of this section is to identify the assets and challenges of this study. This
commentary is a reflection upon the execution of this research. Specifically, three
strengths and five limitations will be discussed.

Assets. Upon reflecting on this study, three major assets were identified. These
advantages included the drawings, discussion guides, and opportunities for virtual
discussions. In this section, each of these assets will be detailed in the order presented,
starting with the illustrations.

The drawings created by the adolescents served as a helpful secondary tool for
assessing the youth’s level of understanding in the utterances they expressed. When
struggling to discern if the communication of the youth was voiced with understanding, I
consulted the illustrations which were found to be a creative elaboration of their
utterances. As such, I was able to look to and examine the drawings to determine if a
sense of understanding was conveyed through these products. In this way, the
illustrations helped identify the youth’s comprehension of the worldviews being
expressed through their utterances and proved to be a vital compliment to dissecting and
understanding the voices of the adolescents.

An additional asset included the similar discussion guides that were created and
utilized for the adults and the youth. Most of the queries included in these guides were
analogous and at times identical which facilitated the juxtaposition of the data. This
similarity allowed for a side-to-side comparison of the communication gleaned from the
adult and adolescent participants. Given the vast number of collected utterances (see
Chapter 4), the ability to align and match the topic of conversation based on the query

simplified the analysis of the data.
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Lastly, Skype and FaceTime were offered to the subjects as virtual meeting
options for the discussions. All of the participants who chose a virtual meeting selected
FaceTime. This tool provided a simple means for reaching participants who were located
at various universities and locations across the state.

Challenges. In addition to assets, there were also challenges to this study. Here
the five challenges that were identified will be discussed in detail. These challenges
included the study population, the identified spheres of influence, social media, the
discussions, and Bakhtin’s (1981) binary of official and unofficial social groups.

The first challenge was that the subjects included in this study introduced
limitations. In one way, the adult population was comprised of all teachers from different
departments at WHS. The composition of the official population could be a result of the
timing of recruitment which began at the end of the school year and early into the
summer break as other WHS adults, such as school administrators, were tied up with end-
of-the-year engagements and responsibilities.

As aresult, it could be argued that this study would have benefitted from a wider
WHS adult population. The high number of traces of the adult subjects’ voices in the
communication of the youth could be suggested as a result of their participation in this
research. A wider adult population group may have helped rule out any questions or
uncertainties pertaining to the official spheres of influence identified in this work.

Additionally, the youth population was homogeneous. The adolescent participants
were all female students who were enrolled—some in more advanced courses and

offerings than others—in the enrichment program at WHS. While I do not believe this
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presented any challenges to the results, it could be argued that a more diverse population
would yield different results (more on this to follow).

The next challenge is in regards to the identified spheres of influence in the
communication of the youth and the question if it was definitively known that the
speakers whose voices embodied the social groups—recognized as influential—
dialogically engaged with the adolescents in discussions about the earthquake. Recall
from Chapters 3 and 4 that the spheres of influence were identified by drawing on the
language of the official and unofficial social groups that I dialogically engaged with and
consulted in an effort to capture an understanding of their discourses and social circles
during the time of the earthquake. Therefore, in large part to the former way in which the
spheres of influence were identified, at times, it was not indubitably known if the
adolescents directly engaged in dialogue with the speakers who were recognized as part
of the official or unofficial spheres of influence. Although, pinpointing individual
speakers was not the focus of this research (even though the names of speakers were
occasionally provided by the subjects and utilized for the purposes of data comparisons
and explanations). Some may view this as a limitation; however, in accordance with the
second research question, one purpose of this study was not to specify speakers whose
language shaped the voices of the youth but to pinpoint the social groups whose discourse
was influential and therefore respectively expressed in the adolescents’ communication of
their earthquake experiences.

The next challenge of this research was germane to social media. Per the youth
discussion guide, one goal of the conversations was to learn about the adolescents’ social

media posts in relation to the earthquake. However, some of the youth did not have
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Facebook, Twitter, or accounts on other social media or networking sites at the time of
the earthquake because, as they reported, their parents did not allow this type of access
because of their age. The adolescents that did have accounts were not allowed to post to
them (because of their age and their parents’ rules), so they mainly just visited Facebook
to see what their friends were sharing. Consequently I was unable to learn about the
virtual discourse of the youth because of their reported limited access to social
networking sites during the time of the earthquake.

Another challenge presented in this study was relevant to the discussions. Despite
my best attempts, [ was unable to secure three 30-minute discussions with all of the study
participants. It is possible that conversing with the subjects on three separate occasions
and with time to reflect on our discussions in-between each meeting could have provided
an opportunity to gain more clarity and insight on particular topics and generate questions
that, in essence, would have allowed for a more thorough analysis. With time between the
sessions, it is plausible that I would have been able to more readily identify any
uncertainties and then question the participants about these obscurities in subsequent
meetings.

The last challenge is a leak that was discovered in Bakhtin’s (1981) binary of
official and unofficial social groups. In following Bakhtin, this study viewed the
underclassmen and upperclassmen as equals, or more specifically as speakers of the
unofficial discourse, and found that the upperclassmen influenced the communication of
the youth. This particular discovery suggested that in some instances Bakhtin’s
dichotomy of official and unofficial might not always be watertight in that a sphere—

positioned as an equal to another sphere—can demonstrate characteristics of an
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authoritative discourse and shape the language of speakers from the same social group.
Withal, this finding exposed the possibility of leaks in Bakhtin’s binary view of social
groups which suggested that this positioning may not always hold as a dichotomy but
rather as a continuum.

Future Research Directions

The purpose of this section is to provide ideas for future research in various areas
germane to this study. These suggestions were generated from the limitations of this
research and thoughts that arose during the data collection and analysis processes that
were considered beyond the scope of this work. In this section, research ideas for
expanding and diversifying the study population, utilizing Bakhtin’s (1984) theory of
carnival, and investigating adolescents’ relationships with the media will be discussed.

Population diversification. Given the homogeneity of the subject population in
this research, a similar study could benefit from the examination of voices that represent
a more heterogeneous group. Future inquiries that align with the purpose of this work
could offer depth to the study by expanding and diversifying both the adult and youth
subject populations to include, for instance, guidance counselors, administrators, male
students, and youth from multiple education programs (e.g., vocational).

Carnival. Secondly, in analyzing the unofficial discourse, I noticed glaring
similarities in some of the language of the youth to Bakhtin’s (1984) theory of carnival
(which was beyond the scope of this work). As mentioned in Chapter 2, carnival is a
literary frame for foregrounding the rebellious power of contesting authority which
Bakhtin described as a “sum total of all diverse festivals, rituals, and forms” (p. 122). In

other words, carnivals are minimally ritualized (Clark & Holquist, 1984) subversive (or
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rebellious) powers that create new forms of speech that expose or threaten the official
world or discourse (Bakhtin, 1984).

In light of this delineation, one future research recommendation would be to
expand and further examine unofficial discourses through a carnivalesque lens (Bakhtin,
1984). Such an investigation would involve dissecting the language of youth for
carnivalesque characteristics, such as equality, renewal, collectivity, freedom,
heterogeneous language (heteroglossia), universal or inclusive participation, role
reversals or shifts, playful social relations, conversational or informal content, comedy,
laughter, grotesque, parody, satire, and inversion (Bakhtin, 1984). A plausible research
question for this study could inquire, “In what ways do youth demonstrate carnivalesque
behaviors when communicating their experiences of an earthquake in school?”
Furthermore, such a study could—analogously to this investigation—examine the
unofficial language to discover if and how its carnivalesque texture is a result of dialogic
influences from other social groups. This particular inquiry could be guided by the
research question: “What are the spheres of influence in the carnivalesque
communication of the youth when voicing their experiences of a substantial
transformation in school?”

Media. The final recommendation is germane to the relationship of the
adolescents and the media. Starting during the data collection phase, the unofficial social
group’s perception of, reliance on, and selective access to the media caught my attention.
Recall from the discussion guides that the youth were asked several questions about the

media; the insights gleaned from their responses to these queries were quite surprising.
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In terms of perception, the adolescents had a keen and critical eye for the media.
The youth viewed the media as largely a disseminator of information that needed to be
verified through the consultation of other sources for validity. Furthermore, most of the
adolescents rarely relied upon mainstream media for news, including Lainey who was
pursuing a bachelor’s degree in media studies at the time of the study. Instead, the youth
consulted Facebook—to read posts shared by their friends—or listen to podcasts,
broadcasted by reporters they considered trustworthy, such as Rachel Maddow, Glen
Beck, and Phillip DeFranco, to name a few. As a result of these discoveries, I found the
youth’s selective access to the media to also be intriguing. Most of the adolescents did
not have cable television or access to mainstream and local news sources. Instead of
cable, the youth mainly watched television—via applications like NetFlix and HBO
GO—strictly for entertainment purposes.

In light of these findings, it would be interesting to expand upon this data to
unearth the adolescents’ views of the media and particularly how they perceive the
mainstream news as an information source. Such a study could include a small population
of adolescents to allow for an in-depth investigation and draw on Bakhtin’s (1981, 1984)
theory of communication or carnival. One or more of the following inquiries could guide
this study:

1. “What is the relationship of youth and mainstream media?”

2. “How do adolescents perceive mainstream media?”

3. “What is media to youth?”

4. “In what ways, if at all, do adolescents rely upon mainstream media?”

5. “How do adolescents access media?”
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6. “How do adolescents define media?”
Chapter Summary

The purpose of this chapter was to discuss and interpret the findings of the inquiry
and identify conclusions and recommendations for practice and research based on a
holistic analysis of the study results, the epistemology, theoretical framework, research
questions, and literature foundations. In addition, this chapter provided commentary
which specified assets and challenges to the study. This chapter concluded with
suggestions for future research based on the limitations of this study and noteworthy and
interesting ideas that arose during the data collection and analysis processes.

Final Thoughts

This study examined the voices of adolescents who experienced an earthquake in
school. Unofficial utterances collected from youth were analyzed to understand how the
adolescents expressed the experience of the Ware earthquake in school and uncover the
spheres of influence in the voices of the young. Specifically, this study sought to reveal
the ways in which adolescents negotiated, preserved, subverted, and/or displaced the
language of others—and particularly the official discourse—to voice their experiences of
a substantial transformation and uncover the influential social groups that shaped the
utterances of the youth.

An analysis of the unofficial voices revealed that the adolescents expressed
ventriloquated, appropriated, hybridized, and subverted utterances in their
communication. Primarily, the youth constructed an internally persuasive discourse to
voice their earthquake experiences. In addition, five official and seven unofficial social

groups were identified as influential in shaping the discourse of the adolescents.
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Three major conclusions emerged from this study. First, during times of a
substantial transformation in the school setting, social interactions with More
Knowledgeable Others (MKOs) are essential to adolescents’ constructions of voice.
Secondly, adolescents can be both producers and consumers of knowledge. Lastly,
through their voices, adolescents offer unique, novel, varied, and different perspectives
and accounts of natural disaster experiences.

Based on the findings gleaned from this study, I offered insight into how the
voices of youth—who have experienced a natural disaster—are constructed. In addition, I
exposed a multiplicity of views of the Ware earthquake, which in turn, provided a
different, new, and/or varied way of thinking about the earthquake beyond the monologic
or official worldview. In essence, by revealing the communication of the youth through

this work, a novel discourse or view of the Ware earthquake was unearthed.
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Appendix A: My Narrative

Earthquakes are not prevalent in central Virginia; therefore, no one was
prepared—not even my mother who was teaching school that eventful day in Benton,
Virginia (approximately 10 miles from the epicenter). My mother’s day started off like
any other Tuesday when all of a sudden, she heard a loud roar that sounded like a plane
had hit the school building (B. Dickinson, personal communication, July 25, 2015). She
and the rest of the elementary school staff were extremely panicked as supplies,
classroom decorations, computers, bookcases, light fixture covers, and desks were all
falling to the floor; teachers scrambled to understand what was going on and most
importantly, what to do. Alarmed, my mother rushed her students into her classroom
bathroom (which she now recounts as a bad decision, because if anything had fallen in
front of the door, they would have been trapped inside this small windowless room. In
this recollection, my mother remembered that her “students were crying and repeatedly
asking, “What is going on? What happened?’” (B. Dickinson, personal communication,
July 25, 2015). Like the teachers, the students were confused, anxious, and scared—not
knowing what had happened at school that day. My mom thought a plane had struck the
school (because in 2010 a twin-engine plane crashed into a small house nearby).

Soon after my mom heard low-pitched rumbles, rattling windows, the crumbling
of concrete, and a deafening “boom sound,” the school’s power became inoperable,
resulting in darkened hallways and classrooms. Without power, the school staff could not
use the intercom to reach the classrooms; so, custodians and secretaries scrambled door-
to-door to instruct teachers to move their classes outside the building. When the entire

school body was outside, my mom recollected, “Everyone was looking for a plane, but
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we couldn’t see it, [but] in the distance, we could hear sirens going off” (B. Dickinson,
personal communication, July 25, 2015).

My mother described this day as “pure chaos” (B. Dickinson, personal
communication, July 25, 2015). She recited that an unofficial source stopped by the
school to inform the staff that an earthquake had hit Ware, but the school had still not
heard any official word from the school system’s administration. Sporadically, parents
were stopping by to pick up their children. Shortly after parents began to show up to pick
up their children, the decision was made by this school’s administration to move
everyone back into the school building. Obviously, following an earthquake, going back
into an impacted building is not a good decision, but the school staff did not know what
to do or even what had happened. Shortly after going back into the school, the custodians
came around a second time to inform the teachers that they needed to walk their classes
outside again but were directed to the baseball fields.

Disorder continued for the remainder of the school day. Multitudes of parents
were arriving at school to take their children home, and school buses arrived to transport
the remaining students; the daily routine plans and departure sites could not be followed.
Teachers stayed with their students on the field until a “quick exit” strategy was put in
place (B. Dickinson, personal communication, July 25, 2015). Faculty members gathered
students for their designated bus numbers and directed parents who came to pick up their
children to the “emergency exit” (B. Dickinson, personal communication, July 25, 2015).

It was only until later that the school community learned what had struck their
school that day. It was not a plane, but a 5.8-magnitude earthquake. For weeks following

the earthquake, the children of Ware did not attend school while the central office
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planned what to do following this rare event and evaluated the extent of the damages to

the six schools in the county.
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Appendix B: Pilot Study Overview

Title Sense of Place in a Transformed School Setting

Timeframe of May 2015 — October 2016

Study

(inception to

closure)

Purpose To understand how adolescents—who experienced a substantial transformation in school—perceive and
attach to their school as a place.

Research Primary: After experiencing an earthquake in a rural central Virginia public school, what do the

Questions narratives, interactions, and artifacts of students reveal about their sense of place, and what role does the

earthquake serve (if any) in how students conceptualize and feel about their school?

Subquestions:
* What convergent changes occurred, or in other words, what memories, images, narratives, and

emotions (Casemore, 2008) moved or shifted away after and possibly as a result of the
earthquake?

* What memories, images, narratives, and emotions (Casemore, 2008) were newly produced as a
result of and following the earthquake?

*  What were the adolescents’ remaining memories, images, narratives, and emotions (Casemore,
2008) following the earthquake?

Research Site

WHS

Participants Three adolescents (all seniors or 2016 graduates, both male and female)

Method Qualitative research approach

Data Collection Interactive methods (Trell & Van Hoven, 2010) including photographs, drawings, walks, and
semistructured interviews

Data Analysis Created and read the data as arrangements, which was defined as a number or collection of heterogeneous
parts (Phillips, 2006)

Data Animations (i.e., a form of mapping) and kaleidoscopes

Representation

Findings See Chapter 1

Table BI. An overview of the main components of the pilot study.

220




Appendix C: Ware High School Student Demographics

9th Grade 10th Grade 11th Grade 12th Grade Total

~400 ~400 ~350 ~400 ~1,500

Table C1. Approximate WHS student enrollment by grade (VDOE, 2016).

Race Approximate Percentage of WHS Student Population
White ~70%

African-American ~20%

Two or more races ~10%

Hispanic ~1%

American Indian/Alaskan Native | ~1%

Asian >1%

Table C2. WHS student demographics by race (U.S. News and World Report, 2016).

Economic Disadvantage Categories Approximate Percentage
of WHS Student
Population

Free-lunch Program* ~30%

Reduced-price Lunch Program** ~10%

Total Percentage of Economically Disadvantaged ~40%

Students

Table C3. WHS student economic support data (U.S. News and World Report, 2016).

* Allowable for children from family with incomes at or below 130% of the poverty level
(National School Lunch Program, 2013)

**Allowable for children from family with incomes between 130% and 185% of the
poverty level (National School Lunch Program, 2013)
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Appendix D: Discussion Guides

Adolescent Discussions

Welcome

Introduction: Good [morning, afternoon, or evening], Thanks for taking the time to
speak with me about your drawings and earthquake experience in school. My name is
Tyler Dickinson Luther, and I am a researcher from The George Washington
University.

Thanks for participating.

Brief Review: Research Purpose

The data collected from this discussion will be analyzed and synthesized to provide
an understanding of your earthquake experiences in school and the ways in which you
communicate this experience.

You were selected because you were a Ware County High School student in August
2011 when Ware was impacted by an earthquake.

Guidelines

There are no right or wrong answers.

I will audio record this discussion to ensure that I do not miss any of your comments.
To ensure complete confidentiality, I will use numeric identifiers instead of names
during the discussion. I have placed a number card in front of you (or in the text box
or upper right-hand corner of the screen [if using FaceTime or Skype]) to help you
remember your identifier. Please note that your number will not be used in the final
report; instead, I will use a pseudonym for each participant.

Please turn off or silence your cell phone. If you cannot or you must respond to a call,
text, or e-mail, please do so as quietly and promptly as possible and rejoin the
discussion as quickly as you can.

It is okay to take a break for a snack or to use the bathroom, if needed.

If you feel uncomfortable during the discussion, you have the right to leave or to pass
on any question. There is no consequence for leaving; participating in this discussion
is completely voluntary.

Please note that this discussion is not a counseling or support session.

I will be taking notes on what is discussed. Names will not be attached to the notes,
only the numeric identifiers.
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Adolescent Discussion Guide
Discussion #1

Participant number:

Date and time of discussion:

Ware
1. How long have you lived in Ware?
2. If applicable: Tell me what it was like to grow up and/or live in Ware. How would
you describe Ware?
3. Iflived elsewhere previously: How is it different from where you lived before?
4. Are you living inside or outside of Ware County now and why? (Note: I am not
looking for a specific location, just whether you are living in the county or not.)

High School
5. Tell me about your high school experiences and what high school was like for you.

a. Describe the activities you were involved in during high school, if any at all.
1. If an active member: How did you become an active member in your
school community?
b. Describe your academic experiences and achievement at WHS.

Media
6. Where, how, or from whom do you rely on for news or information about recent
occurrences of interest or pertinent to you?
a. Be specific: What sources do you rely on/consult for news (e.g., TV, Internet,
etc. but also more specifically, channels, websites, reporters)?
b. Why do you consult these specific sources?
c. What do you typically learn from them?

Concluding question
7. Do you feel this discussion has provided an adequate view of your
conceptualizations, perceptions, feelings, and thoughts? If not, what have I missed?
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Adolescent Discussion Guide
Discussion #2

Participant number:

Date and time of discussion:

Drawings
1. Tell me about the pictures you drew.

a. (Drawing prompt C) What did the earthquake look like?

b. (Drawing prompt A) What or who helped you the most in school after the
earthquake?

c. (Drawing prompt E) What did the earthquake feel like?

Experiences
2. Describe a typical day for you in high school from the time you woke up until the time

you went to sleep.
a. Tell me about the day of the earthquake from the time you woke up until you
went to sleep.
b. Describe a typical day for you in high school after the earthquake from the time
you woke up until you went to sleep.

3. Describe your personal experience of the earthquake in school.
a. What words or phrases come to mind when you hear the word earthquake?
b. What images come to mind when you hear the word earthquake?
c. What sounds and smells come to mind when you hear the word earthquake?
d. Do you think your experience was unique, or do you think you had a different
experience of the earthquake than others?

4. Who did you talk to about the earthquake?
a. What did you talk about with them/him/her?

Media
5. Where or how did you first learn about the earthquake?
a. What did you first learn?

6. Shortly after the earthquake, where, how, or from whom did you continue to learn
more about the earthquake?
a. What did you learn?

i. If social media: Can you show me? (E.g., sharing your
Facebook/Instagram/Twitter posts [via screenshots or “friending” each
other] from that day/about the earthquake and shortly [i.e., from days
to a few weeks] after this experience? [Interested in: postings, links
shared, and content of links shared, if any])
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Concluding question and remarks
7. Do you feel this discussion and your drawings have provided an adequate view of your
conceptualizations, perceptions, feelings, and thoughts? If not, what have I missed?

Housekeeping note: If not meeting in-person, share options for sending drawings to me:
* Scan or take pictures of your drawings (in color) and e-mail them to me or
* Ifprovide mailing address, can send pre-addressed, pre-stamped envelope
(preferred)
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Adolescent Discussion Guide
Discussion #3

Participant number:

Date and time of discussion:

Drawings

2.

(Drawing prompt B) What was something difficult or hard that happened in school
because of the earthquake?

(Drawing prompt D) What was something good that happened in school because of
the earthquake?

Experiences

3.

Media

How do you think experiencing the earthquake has shaped or influenced where you
are in life today, if in any ways at all?

How do you think experiencing the earthquake has shaped or influenced the way you
think about certain situations, if in any ways at all?

(Will fill in with more specifics based on information gleaned from previous
discussions) Given what you have mentioned about (discussion #1
information) before the earthquake and what you have said about

(discussion #2 information), how do you understand ?

a. E.g., Given how you described high school before the earthquake and what
you said about what it was like during and shortly after the earthquake, how
do you believe this rare event of nature changed your high school experience,
if in any ways at all?

What does it mean to have experienced such a rare yet substantially transformative
event in your high school?

(If currently university-based) How has your experience of the earthquake shaped
how you view yourself as a student member of a now larger school community, if in

any ways at all?

(If applicable) How has your experience of the earthquake shaped how you view
yourself as a member of the Ware community, if in any ways at all?

Who did you talk to about the earthquake?
a. What did you talk about with them/him/her?
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10. After the earthquake (during the recovery period, i.e., months and years after the
earthquake), where, how, or from whom did you continue to learn more about the
earthquake?

a. What did you learn?

i. If social media: Can you show me? (E.g., sharing your
Facebook/Instagram/Twitter posts [via screenshots or “friending” each
other] from that day/about the earthquake and after this experience?
[Interested in: postings, links shared, and content of links shared, if
any])

Responses to Official Discourse of Earthquake

Show subject the following media clips (if not meeting in-person, links will be e-mailed
during Skype or FaceTime and participants will be told the time range [as listed below] to
watch):

BCN Clip 1: https://www.youtube.com/watch?v=U416bU6qAkw&app=desktop from X
to X:

a. Clip 1A::30-2:03
b. Clip 1B: 7:37-9:30
BCS Clip: https://www.youtube.com/watch?v=vCJjBrCMHMI [entire clip]

11. What do you think about this clip?
a. (Looking for reaction, if they agree/disagree with the worldview depicted;
following Seidman (2006), this portion of the interview will be open based on
the response of the participant to the clips)

Concluding question
12. Do you feel this discussion and your drawings have provided an adequate view of
your conceptualizations, perceptions, feelings, and thoughts? If not, what have I missed?
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Adult Discussions

Welcome

Introduction: Good [morning, afternoon, or evening], Thanks for taking the time to
speak with me. My name is Tyler Dickinson Luther, and I am a researcher from The
George Washington University.

Thanks for participating.

Brief Review: Research Purpose

The data collected from this discussion will be analyzed and synthesized to provide
an understanding of your earthquake experiences and the ways in which you
communicate this experience.

You were selected because you were employed at Ware County High School in
August 2011 when Ware was the epicenter of an earthquake that occurred during the
school day.

Guidelines

There are no right or wrong answers.

I will audio record this discussion to ensure that I do not miss any of your comments.
To ensure complete confidentiality, I will use numeric identifiers instead of names
during the discussion. I have placed a number card in front of you (or in the text box
or upper right-hand corner of the screen [if using FaceTime or Skype) to help you
remember your identifier. The numeric identifiers will not be used in the final report;
instead, I will utilize pseudonyms to refer to research participants.

Please turn off or silence your cell phone. If you cannot or you must respond to a call,
text, or e-mail, please do so as quietly and promptly as possible and rejoin the
discussion as quickly as you can.

It is okay to take a break for a snack or to use the bathroom, if needed.

If you feel uncomfortable during the discussion, you have the right to leave or to pass
on any question. There is no consequence for leaving; participating in this discussion
is completely voluntary.

Please note that this discussion is not a counseling or support session.

I will be taking notes on what is discussed. Names will be not attached to the notes,
only the numeric identifiers.
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Adult Discussion Guide
Discussion #1

Participant number:

Date and time of discussion:

Ware
1. How long have you lived in Ware?
2. If applicable: Tell me what it was like to grow up and/or live in Ware. How would
you describe Ware?
3. Iflived elsewhere previously: How is it different from where you lived before?
4. Are you living inside or outside of Ware County now and why? (Note: I am not
looking for a specific location, just whether you are living in the county or not.)

WHS
5. What is your current position at the high school?
a. Was this the position you held at the time of the earthquake? If not, what was
your position then?
b. Tell me about your work and what (teaching, serving as , etc.) 1s like for
you.

Concluding question
6. Do you feel this discussion has provided an adequate view of your
conceptualizations, perceptions, feelings, and thoughts? If not, what have I missed?
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Adult Discussion Guide
Discussion #2

Participant number:

Date and time of discussion:

1. Describe a typical school day for you from the time you woke up until the time you
went to sleep.
a. Tell me about the day of the earthquake from the time you woke up until you
went to sleep.
b. Describe a typical school day after the earthquake from the time you woke up
until you went to sleep.

2. Describe your personal experience of the earthquake in school.
a. What words or phrases come to mind when you hear the word earthquake?
. What images come to mind when you hear the word earthquake?
What sounds and smells come to mind when you hear the word earthquake?
What did the earthquake feel like?
(Drawing prompt) What did the earthquake look like?
Do you think your experience was unique, or do you think you had a different
experience of the earthquake than others?

mo oo o

Concluding question
3. Do you feel this discussion has provided an adequate view of your
conceptualizations, perceptions, feelings, and thoughts? If not, what have I missed?

230



Adult Discussion Guide
Discussion #3

Participant number:

Date and time of discussion:

1. (Adolescent drawing prompt) What was something difficult or hard that happened in
school because of the earthquake?

2. (Adolescent drawing prompt) What was something good that happened in school
because of the earthquake?

3. How do you think experiencing the earthquake has shaped or influenced where you
are in life today, if in any ways at all?

4. How do you think experiencing the earthquake has shaped or influenced the way you
think about certain situations, if in any ways at all?

5. (Will fill in with more specifics based on information gleaned from previous
discussions) Given what you have mentioned about (discussion #1
information) before the earthquake and what you have said about

(discussion #2 information), how do you understand ?
a. E.g., Given how you described WHS before the earthquake and what you said
about what it was like during and shortly after the earthquake, how do you
believe this rare event of nature changed WHS, if in any ways at all?

6. What does it mean to have experienced such a rare yet substantially transformative
event at WHS?

7. How has your experience of the earthquake shaped how you view yourself as an adult
member of a larger school community?

8. (If applicable) How has your experience of the earthquake shaped how you view
yourself as a member of the Ware community?

Concluding question
9. Do you feel this discussion has provided an adequate view of your
conceptualizations, perceptions, feelings, and thoughts? If not, what have I missed?
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Appendix E: Notation Key

Font Keys

Adult and Youth Key Bold Selected data

Youth Key BOLD AND ALL CAPS Creations
BOLD, ALL CAPS, AND UNDERLINED Resistances
Bolded and underlined Hybridizations
Bold Italics Ventriloquations
Bold italics and underlined Appropriations

Other Notations

((laughter)) Double parentheses indicates a comment by the researcher/transcriptionist

(uc) Unclear; undetectable utterances

(0) Omitted name for subject confidentiality and privacy purposes; will be replaced with
pseudonyms in write-up

(7) Preceding text is the closest approximation of what was said

[] Brackets indicate researcher/transcriptionist’s comments

Omission of data deemed less important

R Researcher

Table E1. Notation key for transcripts and Tables 1, 2, and 3.
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Appendix F: Key Bakhtinian Theoretical Concepts

Types of Discourse Descriptions Explanations Examples
Ventriloquation | Mimicking of | The mimicking or repetition of the words of others | Repetitions or direct
the official without an apparent display of understanding; quotations
discourse utterances that hold the same meanings, beliefs,
and perspectives as an official speaker; usage of

Preservations word is foreign to the speaker and communicated in

of the Official an unfamiliar tone.

Discourse Appropriation | Maintenance | The voicing of the official language with Official utterance: “A
of the official | understanding, in a familiar tone, and for the 5.8-magnitude
discourse purposes of the unofficial speaker. earthquake is large.”

Appropriated

utterance: “A sizable

5.8-magnitude

earthquake struck

Ware.”

Hybridization Negotiation, | The negotiated, displaced, and blended use of an Fusion of

displacement, | official word with understanding and a sense of conventional English
and blending | familiarity insofar that the speaker does not convey | and Short Message
of the official | any hesitation or uncertainty when expressed; the Service (SMS)

Internally discourse fusion of the words of others with the language of | language; e.g., “1

Persuasive the speaker (cf. Landay, 2004). lol’ed so hard I

Discourses cried.”

Resistance Subversion of | The expression of utterances that convey different | Ebonics
the official meanings or oppositional worldviews from the
discourse official social group.
Creation The use of novel or unconventional language or “Netflix and chill”

words; the expression of new worldviews that are
not oppositional to the official social group but
fresh in perspective.

Table F'1. Delineations of Bakhtin’s (1981) theoretical concepts of discourse (cf. Hsu & Roth, 2012).
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Appendix G: The Official Voices

Mrs. New York Ware: ~10 years 12th-grade English Dual-enrollment and general | ~ 10 years
James teacher education English
Coordinator,
Enrichment Program
Mr. Texas Nearby city to Ware: Culinary Arts teacher | Culinary Arts 1, 2, and 3 ~ 10 years
Mario ~10 years
Mrs. Pennsylvania | Ware: ~15 years Nursing instructor Certification Nursing ~ 6 years
Steelton Assistant (certification
course)
BCN New York Florida, New York, and | Global Stock markets, business news, and financials
Washington, DC
BCS New York Ware Domestic Variety of topics spanning entertainment media
and news

Table G1. The adult voices that comprised the official discourse. Pseudonyms are utilized to protect the privacy of the

participants.
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Appendix H: A Mosaic of the Unofficial Voices

Figure HI. This figure is a mosaic of the unofficial voices. This illustration depicts the various types of discourse revealed
through the voices of the adolescents and the intent behind their communication when expressing these different languages.

It is important to note that the utterances included here do not encompass the complete data but capture the essence of the
unofficial voices.
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T IT, W I TGS JUSE BT TR 1 1D IO NG R iy

around #ke, 'Oh no!*

“Then my mom like being a tea

To describe how the school building was impacted ot e.malls and ol it ihars

by the earthquake the schoal is going to be demol
To describe what ed when the H e leamed most of it from.”
' orsieb sy Ventriloquations
To recollect the dismissal

To descnibe what happened when the earthquake
initially struck

Appropriations

first."Um but eventually, | guess a
must have made sure that everyone got out of the
and like trailed behind.”

Hybridizations

*I knew it was nothing to do with the power plant,
we would all be dead.”

To describ

“We [all the students in the class) were all really put
wgemermbehonem .which | feel like is pretty

ing we're not used 1o earthquakes
mdmatslundolaswymng

it started like the repetitive shaking, | think it was
clear to everyone that's what it was.” —

out, went out to lie the grassy area in front of

e S s o & Subversnons

seen such a large group of people kke

- 17 Creatlons Resistances

“After that initial jolt and it started rumbling, it was pretty
clear that that's what it was. But probably that initial jolt

because like | said you could hear it coming across the

. ; f parking lot so that that's what different here then let's say
To describe when and how first learned it was in fact an California just because of how our plates are all set up in

uakaslruck
we did up in like not quite a
a blob of .sonollikaaf:n

Figure H2. This figure is a close-up of the previous mosaic of the unofficial voices. This illustration depicts the various
types of discourse revealed through the voices of the adolescents and the intent behind their communication.
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Appendix I: Exemplar Unofficial Hybridizations of the Official Discourse

Official Utterance

| Corresponding Unofficial Utterance

Initial Motions o

f the Earthquake

Mrs. Steelton: “It was the sound that I heard first.”

Elsie: “We felt it [the earthquake] before we heard it.”

BCN: “Everything started shaking—the desks, the floor, and
everything around me. My table was shaking; my papers, and
just everything around me was bouncing up and down.”

BCN: Earthquake caused “a lot of shaking.”

Gwen: “All of a sudden, everything started shaking, things
started falling over.”

Mrs. Steelton: “I was walking back and forth with the floor,
[and] it was coming up through the ground.”

Gwen: “Everything under us was like moving.”

Mrs. Steelton: “The room started to move . . . and it was
going like this [showed swaying motion], and I put my arms
up like this, and I felt like I was on a skateboard. I was
balancing; they [students] were all sitting down, and I was
walking back and forth with the floor, and that’s probably
when I grabbed the table.”

Lainey: “Everything like wobbling a little at this point.”

Reflections of the Ea

rthquake Experience

Mrs. Steelton: Mrs. Steelton viewed the earthquake as “just
another experience.”

Sable: “I don’t feel like it [the earthquake] made like a huge
impact on my life.”

Table 11. This table lists examples that depict how the youth hybridized the discourse of the adults, provides a side-by-side
comparison of the official and unofficial languages when characterizing this rare event, and displays the hybridized utterances
of the adolescents when reflecting upon the earthquake experience. The examples included here exemplify the ways in which
the youth drew on the official worldview with understanding and familiarity insofar that they communicated the same

perspective of the adults but through an unoftficial language.
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Appendix J: A Juxtaposition of the Official and Unofficial Earthquake Reflections

Topic

Official Discourse

Unofficial Discourse

Feelings about

Worldview: Did care that the school was gone

Worldview: Did not care the school was falling
down

Mr. Mario: “The high school with yellow ‘do not

Gwen: “I didn’t really ((laughing)) care about the

school cross’ tape in front it. . . . The building being school falling down, because I was like whatever. No
destruction demolished.” one is hurt . . . it’s not a big deal. We will go to
school eventually.”
Worldview: The earthquake was impactful and | Worldview: The earthquake was not life
disruptive, and the official speakers felt they changing, “detrimental,” or disruptive, or that
were affected by this rare event of nature. they were affected by this rare event of nature.
Mrs. James: “I really don’t think they got the Lainey: “All seemed normal [after the earthquake].”
education they should of.”
Earthquake Mrs. Steelton: “To teach nurses, nursing students,
disruptions you need water, and they put us out in a pod in the
back with no sinks; so, to teach students that next
year, we had to go into the building—the middle
school—into the bathrooms and wash hands and
everything, and [I] just thought, “This is awful!” We
didn’t get [the] supplies we needed.”
Mrs. James: “The curriculum became very difficult
cause you missed so much time.”
Earthquake Mrs. Steelton: Earthquake was “not pleasant.” Gwen: Earthquake was “cool.”
descriptions Mr. Mario: The earthquake was “hard,” “tough,” Lainey: Earthquake was “exciting” and “not that big
“not exciting,” and a “wrath of God.” of'a deal.”
Earthquake Mrs. James: “I think I will always feel that bond Gwen: “I honestly don’t think that it affected me
effects with the kids that I was with although there is a wall | much in any way, because the teachers still taught,

between the kids that I was with in that room. Um, I
don’t know why that is, but I am definitely less
close with those students as I am with all my other
students. I keep in touch with a lot of students, and
those kids I don’t. And it may be because I was

and we still learned, and we moved around from the
middle school to like the pods, but, to me, it wasn’t
disruptive enough to take away anything. . . . I don’t
think it affected very much.”
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ashamed of not knowing how to act, how to help
them. . . . But I feel like it probably had more to do
with my own shame, not knowing, being frozen in
that moment when they needed me. . . . I think
that’s probably built the wall between us.”

Mrs. James: “I definitely have a game plan for
emergencies. I think everywhere we go; [ have a
game plan: What happens? How do I get this car off
the road if I need to? Um, I have a game plan at
home: How are we going to get out if there is a fire?
I’'m not sure I took any of that seriously
beforehand.”

Mrs. Steelton: “To always be ready, aware, and
helpful.”

Mr. Mario: “I think we [WHS] are in a decent
place as far as having awareness of what to do in
case of one. I mean I feel that we are in a place
where we . . . if there were going to be one . . . the
building is not going to fall down, and everyone is
going to know what to do. So, I feel pretty good
about that.”

Mr. Mario: “The way that I teach has um matured
considerably and has become much more adaptable
um as a result of the earthquake. So, what I am able
to bring to class and to the students . . . is much
better than it would have been without going
through that whole process. Um there was a couple
of semesters—we were at the stadium—in the
concession stand, and it was kind of annoying . . .
we didn’t have desks, so we were using prep tables .
.. and then the chairs, it was hard to sit in the chairs
so I just. .. Ijust started teaching without chairs. . .
. So, it really made me focus on how I am doing

Sable: “I don’t feel like it made like a huge impact
on my life that um like really caused any struggle.”

Lainey: “For some reason...like for some reason it
sounds so tragic but like it never affected me too too
much. . . . I feel like really it [the earthquake] was
never really that detrimental. . . . And I get it like
some families did end up having to rebuild their
homes and stuff, but I just feel like us, as a student
body . .. we were never really that shaken by it.”
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stuff and changing that to an extent to get rid of
some stuff that I think was unnecessary.”

Murs. James: “I think I take very much more
seriously the responsibility of keeping my students
safe. If they’re not safe, nothing else matters. If the
classroom is not a safe place to be, nothing else
matters. Um, I think I definitely take that more
seriously. . . . I always taught that, but [ never faced
it. So you know you do a million fire drills, but
there is never a fire, you know. So, um I think I see
myself more as a parent to them than I used to. I see
myself more in a mom role.”

Mr. Mario: “What happened afterwards to get
things to work was what was the changing part; so
that’s what is gonna stay with me, and the school
[is] the ability to overcome whatever happens, and
it gave me the feeling like that I . . . can pretty much
teach culinary anywhere now.”

Mr. Mario: The community dealt with “third-world
problems” after and as a result of the earthquake.

Effects of
earthquake on

experience of
high school

Worldview: Viewed high school as a physical
entity

Worldview: Never had a high school or the high
school is gone

Mrs. James: “The earthquake school”

Elsie: “It’s a parking lot.”

Kera: The “trailer parking thing”

Kera: The “mobile units”

Table J1. This table provides a one-to-one comparison of the official and the unofficial worldviews when reflecting upon the
Ware earthquake. The purpose of this table is to illustrate the ways in which the language of the adults and adolescents

differed.
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Appendix K: Gwen’s Feelings When the Earthquake Struck

Figure K1. This figure illustrates how Gwen felt when the earthquake initially struck. Specifically, Gwen shared, “It
was just very confusing, and I was trying to convey that with all the lines.” In this utterance, Gwen expressed her
bemusement with the shakes and jolts of the earthquake.
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Appendix L: The Spheres of Influence

Pl < %ﬂin
- "~ Official Spheres of Influence L
S e /

Enrichi and general

Figure L1. This figure is a mosaic of the spheres of influence found in the communication of the youth. This illustration
depicts the various social groups whose language the adolescents drew on to construct their voices of the earthquake

experience. It is important to note that the utterances included here do not encompass the complete data but capture the
essence of the data.
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Figure L2. This figure is a close-up of the previous mosaic that shows the spheres of influence of the youth. This
illustration depicts the various social groups whose language the adolescents drew on to construct their voices of the
earthquake experience.
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Appendix M: Identified Official and Unofficial Spheres of Influence

Official Spheres of Description of Social Group How? Example Intent
Influence

Enrichment and Teachers who instructed both general Ventriloquating | To tell what sounds come to

general education education and enrichment courses. mind when the word

teachers (dual-role) earthquake is heard

Appropriating | To discuss how the teacher
responded when the
earthquake struck

Hybridizing To explain how time felt
during the earthquake

General education Teachers who instructed general education Ventriloquating | To identify the teacher’s

teachers (only) classes only. reactions in response to the

initial shaking

Media News sources that included official sources in | Ventriloquating | To describe the motions of the
their reports, provided insight into the effects earthquake
of the tremors on Ware and how the locals Hybridizing To identify what the subject
responded, and exposed the response and thought the earthquake was
dialogue of reporters after first learning about initially
this rare event.

Vocational teachers | A career or technical education instructor Ventriloquating | To describe how the brick-and-
who taught courses in vocational fields mortar structure of the school
including, but not limited to, nursing, was impacted by the
culinary arts, horticulture, and automotive earthquake
repair. Appropriating | To discuss the students’

injuries and reactions
requiring medical attention
(following the earthquake)

Hybridizing To evaluate what was hard or
difficult after the earthquake

Parents or guardians Parents or guardians of the youth subjects Hybridizing To share personal thoughts on

the organization of the post-
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earthquake school dismissal
process

Unofficial Spheres of Description of Social Group
Influence
Associations Adolescents who were not enrolled in courses | Creating To produce a narrative that
with the focal youth but were in the same described what happened when
graduating class. the earthquake initially struck
Classmates Youth who were enrolled in one or more Creating To analyze the earthquake
classes with the adolescent speaker. experience retrospectively
Resisting To describe the school
evacuation
Close friends A youth who was referred to by an Creating To generate words or phrases
adolescent participant as a close friend at that come to mind when the
the time of the earthquake or throughout word earthquake is heard
high school. Resisting To explain the dismissal
process
Club members Youth who participated in the same extra- Resisting To express if and how the
curricular associations and (considered non- earthquake shaped the
athletic) activities with the adolescent speaker. experience of high school
Teammates Youth who played on the same sport team(s) Creating To share how the earthquake
as the adolescent speaker. shaped or influenced how the
subject thinks about certain
situations
Resisting To describe the night of the
earthquake
Underclassmen Youth who were in a lower class/grade than Creating To develop descriptions to
the speaker, not involved in the same extra- characterize the earthquake,
curricular activities, but was identified as an based on feelings of the event,
association of the focal adolescent. and compare it to other similar
forces of nature
Resisting To summarize when and how the

subject first learned it was an
earthquake
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Upperclassmen

Youth who were in a higher grade than the
speaker, not involved in the same extra-
curricular activities, but was identified an
association of the focal adolescent.

Creating To tell what sounds come to
mind when the word
earthquake is heard

Resisting To discuss the thought process of

figuring out if it was an
earthquake

Table M1. This table includes descriptions of each of the social groups whose language was found in the discourse of the
adolescents. Also, this table reveals when traces of the identified official and unofficial social groups were evident and
provides examples that shed light on the intents and discursive acts of the focal youth when hybridizing, appropriating,
ventriloquating, or subverting the language of others. Data with more than 15 identified traces in the communication of the
youth are in bold type. The discourse type column notes where traces of the social group were evident, and the intent column
lists one example of an instance where traces of that social group were evident in the unofficial utterances.
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