Oklahoma Council of Teachers of English www.okcte.org

Volume 32, Issue 1
Fall 2019

Oklahoma English Journal




The Oklahoma English Journal is a peer reviewed journal, published by the Oklahoma Council of
Teachers of English as an affiliate journal of the National Council of Teachers of English.
OEJ publishes articles of interest to classroom teachers, librarians, administrators, and university
professors across literacy studies and the humanities regardless of teaching level.

Submission Guidelines
Authors are invited to submit creative, multimodal submissions as well as traditional texts. OEJ encourages
many forms of communication including poetry, prose, narrative, graphic stories, art, and photography.

+ Research Articles should be organized around the following categories: introduction, literature
review/theoretical framework, methods, findings, discussion, and implications for future research,
practice, and policy.

¢ Practitioner Articles should be theoretically sound and pedagogically applicable.

« Both research articles and practitioner articles, including references and appendices, should be less
than 4,000 words.

+ Reflections, Expert voices, Geographical views and Teaching tips should be less than 1,500
words.

» Book reviews should be between 250 and 1,000 words, to include a brief synopsis of the text, as well
as possible teaching ideas, accompanying texts, and personal response.

+ We welcome P-12 student book reviews and essays, including co-authored reviews: student/teacher,
student/ student, and student/caregiver. Co-authored book reviews should explore both perspectives of
the same young adult or children’s literature text.

* We welcome P-12 visual art, especially connected to or inspired by reading.

Acknowledgments
The current Oklahoma English Journal editor is Julianna Lopez Kershen, Ed.D. You can reach Julianna
at julianna.kershen@gmail.com The Fall 2020 OEJ issue will be co-authored with incoming 2021 editor
Michelle Waters. Michelle will serve as OEJ editor from 2021-2026 (5 year term).

The editor thanks the following individuals and organizations for supporting the production of this issue
of the Oklahoma English journal:

Manuscript reviewers

OKCTE executive board members and leadership

Current OKCTE President Dr. Lara Searcy at Northeastern State University

Michelle Waters

Cover art artist Miranda Wrobel, 7™ grader in Norman Public Schools

O O O O O

Printed at the University of Oklahoma
Publication of the Oklahoma Council Teachers of English
Copyright October 2019

The Oklahoma Council of Teachers of English is an affiliate of the National Council of Teachers of
English. We promote improvement in the teaching of all phases of English language arts including
reading, writing, creative and critical thinking, listening, and speaking, at all levels of education.
We are committed to addressing current issues in literacy and language arts learning,
instructional practice, and education policy, as well as research in the fields of humanities,
literacy, language learning, and English language arts. We do our best to help English and
humanities teachers be more effective by providing the best professional development at the
lowest possible cost, sponsoring a spring and fall conference. OKCTE members work together
across the state and region to support excellent in language arts learning and teaching. To
become a member or to renew your membership contact OKCTE okcte@gmail.com

One-year membership $50; Retired teacher membership one-year $10; Teacher Candidate
(preservice) membership FREE; First Year Teacher membership one-year FREE; Geraldine
Burns Award Winner and Mentor one-year FREE




Fall 2019
Table of Contents

2 From the Editor Julianna Lopez Kershen

Creative Writing Workshops & Community
Learning: A Case Study Involving College
Students at the Boys & Girls Club

Tara Hembrough

Using Cognitive Regulation Strategies

in the English Classroom

Danielle Nagel-O’Rourke

Book Review: Child of the Dream

Kody Garis

My Mentor Teacher Saved My Life

Hannah Smart-Sawyers

Reflections on | Am Alfonso Jones

Kaitlyn Hicks
Becki Maldonado

Keeping Good Teachers

Elizabeth Kellogg-Stingley

Catlin Gardner

The Case for Teaching Polari in Schools Alex Ruggiers
as a Heritage Language

Book Review: Piecing Me Together Eril Hughes
My Grandfather Stands Bill McCloud
Poetry 101 Margaret Dornaus

Under this dark weight

Jacqueline Resnic

#CensorED: A Responsibility and Rationale

for How to Critically Select Texts

Lara Searcy
Lauren Fodor

Allison Grossman

Publishing with OEJ

Inside front cover
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From the Editor

I am excited to share with you this issue of the
Oklahoma English Journal, as it is full of exciting
learning and teaching ideas that will inspire your
classroom and professional thinking. The issue
opens as Dr. Tara Hembrough shares her research
about the bridges built between university students
and children participating in service learning
efforts meant to enhance literacy skills. Just as Dr.
Hembrough asks readers to think about how we
strengthen community partnerships, she also lifts
up the voices of Native children in Oklahoma.
Likewise, our issue closes with a well-researched
essay by Dr. Lara Searcy, Lauren Fodor, and
Allison Grossman, all of whom collaborate to
encourage us to rethink our selection of young
adult texts in the secondary English classroom.
This challenge serves as another model for
classroom community-building, as they advocate
that shared texts become a path for reconnecting
and highlighting youth voices. In between these
informative articles are many essays, practitioner
reflections, and poetry meant to inspire and buoy
you forward in these tumultuous times.

I also want to take a moment in this space
to highlight important new research and classroom
resources out by university faculty across
Oklahoma. University of Oklahoma Professor
Lawrence Baines has recently published
Privatization of America’s Public Institutions: The
Story of the American Sellout (2019, Peter Lang
Publishers). In this book he asks: Should our
public institutions continue to be privatized, and
what are the effects of privatization on public
goods and democracy? In subsequent chapters Dr.
Baines analyzes current privatization efforts of the
American military, the American correctional
system, P-12 public education, and our public
higher education system. His analysis highlights
how the current privatization efforts primarily
affect vulnerable populations, many of whom
have little voice in resistance. Additionally, while
privatization of public institutions is accelerating,

we have yet to truly analyze and understand the
implications of these efforts. Teachers of all
levels will appreciate this well-researched critique
of current policy.

Closer to our ELA roots, recently
Oklahoma State University Professor Shelbie
Witte, co-authored Literacy Engagement Through
Peritextual Analysis available from NCTE
publishing at http://bit.ly/NCTE-peritext (2019).
This book is an engaging resource for classroom
teachers, aiding them in teaching into a work’s
“peritext” — the elements surrounding the main
content of a text which support and facilitate the
reader’s understanding. Peritext includes the book
cover and design, illustrations, tables and figures,
as well as the table of contents, appendices,
glossaries, dedications and author’s notes,
references, source notes, and more. Dr. Witte and
her co-authors provide a categorical framework
for identifying and analyzing peritext, as well as
how to use these texts-within-a-text to deepen
students’ conversations, analyses, and
understanding. As teachers build on students’
knowledge of text features and text structures,
peritextual analysis becomes a next step to
advance student learning.

I’ll end by highlighting University of
Oklahoma’s Professor Crag Hill and his book
Critical Approaches to Teaching the High School
Novel (2018, Routledge). This collection of
essays, co-edited by Dr. Hill and Dr. Victor
Malo-Juvera provides an excellent support for
high school teachers looking to expand their
knowledge of canonical texts and introduce new
perspectives into their classroom.

After reading this issue, I encourage you to
explore these additional professional resources.
Finally, the Fall 2020 issue will be my last and
will welcome Michelle Waters as co-editor. I look
forward to our collaboration! ... Julianna
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Creative-Writing Workshops, Community Learning,

and Civic Action:

A Case Study Involving College Students at the Boys and Girls Club
Tara Hembrough, Ph.D.

Introduction

Almost three decades ago, Ernest Boyer, a
famous American educator, wrote a book entitled
Scholarship Reconsidered: Priorities of the
Professoriate (1990) to express his concern that
universities were overlooking their mission to
address community needs. As one early figure of
the community-learning movement, Boyer asked
writing faculty to fashion classrooms blending
theory with praxis by introducing students to
community-related issues via their participation in
local activities within the greater classroom
experience. Taking a cue from Boyer, Janet Eyler
and Dwight Giles (2007) argue that students
located inside the community- as-classroom may
benefit from a curriculum utilizing “the tools,
concepts, and facts of the particular learning
situation” (p. 184). Today, with community-
learning approaches having gained greater
prominence, a growing number of faculty,
including those concerned with writing-oriented
disciplines, are experimenting with community
learning (see College Composition and
Communication [CCC], 2016).

As a valid concern, community learning
can be problematic when students do not
participate fully, understand the project’s bigger
associated issues (McGarrell, 2009), or value what
community partners have to offer in return
(Deans, 2000). Despite these risks, a growing
number of writing faculty are implementing
community-learning initiatives, including those
involving college students and children, with a
few researchers describing the teaching and

mentoring relationships forged between low-
income and racial/ethnic minority participants on
both sides. By instituting a community-learning
design that prompts students, including those who
are socioeconomically, geographically, and
racially/ethnically marginalized themselves, to
engage with children in similar circumstances,
writing faculty may address larger questions
involving literacy and other educational concerns.
As one scenario for this community-learning
design, faculty can consider engendering teaching
and mentoring relationships between their
students and children from extracurricular
programs, including the Boys and Girls Clubs, a
governmentally funded organization for its
members aged five through 18, which promotes
citizenship, character and leadership development,
and academic preparedness and college access
(see Boys and Girls Clubs of America, 2018).
Acting in conversation with community-
learning designs, the study’s author participated in
a partnership between her university and the Boys
and Girls Clubs’ local branch, with students acting
as teachers and mentors to children involved in a
creative-writing workshop as part of the Club’s
activities. Because the students and children
possessed a low SES and lived in a rural area, and
a portion of both groups were Native American,
the study’s participants were marginalized by
these demographic factors. The community-
learning initiative’s purpose was to formulate
mutually beneficial relationships between the
students taking university creative- writing classes



and children representing Club members. As
rationales for students’ study participation, they
hoped that in instructing children in creative-
writing and imaginative- thinking subject areas,
the students might expand their sense of civic
awareness. In establishing the study, the author
posed this research question: Would the students
view the nature of their socioeconomic, rural,
and/or racial/ethnic backgrounds as being key to
building relationships with Club members
possessing similar demographic features and thus
take advantage of the workshop’s opportunity to
expand their civic ideals and establish subsequent,
like goals for their continued civic participation?

Theoretical Framing

Community learning promotes students’
academic, psychological, and social growth and
heightens their communication and leadership
capabilities (Foli, Braswell, Kirkpatrick, & Lim,
2014). By enrolling in courses, foreseeably
including creative-writing classes, in which
faculty implement a community-learning vision,
students can reap numerous benefits: First,
students may identify gains in their self-efficacy
levels because through community learning, they
can assist others while undergoing a
transformative, educational experience (Stevens,
Geber, & Hendra, 2010). Second, students can
engage in lifelong-learning practices by
connecting their education with real-world
conversations and civic activities (Lisman, 1998).
Third, students may learn about diverse cultures
and, consequently, reduce social stereotypes’
impacts upon themselves (Seider, Gillmor, &
Rabinowicz, 2012).

Nonetheless, in a few community-learning
programs described, students’ acts of tutoring
others in literacy and writing practices resulted in
oppressive effects for community members. Such
cases involving Caucasian students from upper-
and middle-class backgrounds and community
members, who were impoverished and
racial/ethnic minorities, produced a negative

impact (see Donahue, Fenner, & Mitchell, 2015),
with some students viewing themselves as
"saviors" offering their services to undeserving
"others" (Schutz & Gere, 1994, p. 133). Still,
recent community-learning, writing researchers
focusing on scenarios involving both students and
community children, who are racial/ethnic
minorities and/or from low-income backgrounds,
document positive results concerning this
demographic context. In these latter studies, the
students, being more similar demographically to
the children they engaged, identified gains in
acting as mentors and role models. Examples of
these community-learning formats involve
students corresponding with high schoolers in
letter-writing programs (Faulkner-Springfield,
2011) and tutoring elementary-aged children
(Davi, 2006; Yeh, 2010).

While researchers, including Faulkner-
Springfield (2011), Yeh (2010), and Davi (2006),
discuss community learning from the writing
classroom’s perspective, few studies exist
concerning community-learning initiatives
involving socioeconomically and/or racially/
ethnically marginalized students, including
English majors. Furthermore, there is little
information about community educational
programs affecting Native American students
and/or their communities even though the
community-learning format is a culturally-fitting,
customizable, non-Westernized means for
promoting peripheral groups, including Native
Americans, to engage in meaningful educational
experiences (see Sykes, Pendley, & Deacon,
2017), and community learning may impact
participants’ civic engagement and awareness
(Espino & Lee, 2011).

Because Native American culture shapes
how some Native students describe their
experiences (Shotton, Oosahwe, & Cintron, 2007),
often, community-learning projects provide them
with safe spaces to utilize their tribal knowledge,
strengthen their academic persistence factors, and
teach and mentor others. Notably, when tribal



students mentor and teach local children, they may
become more committed to their own education,
too (Nelson & Youngbull, 2015; Sykes, Pendley,
& Deacon, 2017). Additionally, when Native
American students and the children they mentor
are from the same tribe, this relational tie assists
students in feeling supported and connected
likewise (James, West, & Madrid, 2013), as tribal
cultures are unique in nature (Fletcher, 2008).
For the current study, through a
community-learning initiative offered within the
reviewed literature’s scheme and based upon the
study’s research questions, the author, a faculty
member at an Oklahoma university, developed a
partnership with the Boys and Girls Club. The
study’s purpose was to determine whether
providing the Club’s children with a creative-
writing workshop and a mentorship process, with
the objective of contributing to the children’s
future potential college entrance, would result in
positive outcomes for the students themselves,
including the strengthening of their civic ideals
and goals. Investigating this initiative as a
curricular model that might illuminate larger
patterns of interest, the author presents ways in
which the study fostered a group of
socioeconomically, geographically, and
racially/ethnically marginalized English majors’
investment in a community-learning design, as
well as encouraging students to interact with their
communities along ethical and tenable lines.

Methods

Purpose and Participants

The research design used an exploratory
case study (Cresswell, 2012) involving a
university and K-12 community partnership to
explore participants’ beliefs and practices
regarding creative writing, imaginative thinking,
civic action, and racial/ethnic diversity. Research
was conducted over two summers at two sites, the
participating university and the Boys and Girls
Club. Participants included 14 undergraduates, 34
child Club members, the English department

chair, and 2 Club co-directors and 1 staff member,
who consented to participate as required by the
university’s research board. Table 1 provides
demographic information about student and child
participants.

Research Initiative

During the Club’s summer session, the
English department chair and the author, an
English faculty member, presented a creative-
writing workshop taught by English majors for
elementary-aged children. According to an ACT
National Curriculum Survey (2016), a
confederation of first- through twelfth-grade,
language-arts teachers; developmental and first-
year writing, rhetoric, and literature faculty; and
workforce representatives agreed that their
populations must be able to compose for various
purposes, contexts, and audiences, including ones
related to creative writing and imaginative
thinking. Thus, in order to address the literacy
standards that many teachers and bosses value, the
study’s students taught the Club’s children the arts
of creative writing and imaginative thinking in
crafting creative texts. In orchestrating the
workshop, the chair and the author also identified
the local Club’s needs by engaging in discussions
with the Choctaw co-director, who appreciated an
opportunity for the students, including younger
tribal members, to lead the workshop, as
community learning promotes tribal students’
exploration and sharing of their identities (see
Sykes, Pendley, & Deacon, 2017).

In preparing workshop materials, the
English majors utilized lessons fashioned from
their creative-writing classes featuring nonfiction,
fiction, and poetry (see Bartleet, Bennett, Marsh,
Power, & Sunderland, 2014). Oftentimes,
teachers’ curricula fail to match Indigenous
pupils’ needs, worldviews, and native knowledge
constructs (Curnow, 2011; Munroe, Lunney
Borden, Murray Orr, Toney, & Meader, 2013), yet
because the students hailed from a community
with a large tribal presence, and most were Native
American themselves, the study addressed and



countermanded this issue. For the workshop, the
students offered class sessions daily in two-hour
segments spanning two months’ course, as

working with the Club’s children over a somewhat

longer timeline was important in building

relationships (see Foli, Braswell, Kirkpatrick, &

Lim, 2014).

Table 1.

N = 14 Students and 34 Club members

Students

Children

Demographici  -between ages 20 and -between ages 6 and 9.
nformation 30. - most have a SES at or
-have a SES at or below  below the poverty line.
the poverty line. -13 girls, 20 boys, and 1
-12 women and 2 men. who did not identify a
- 8 Choctaw, 1 sex/gender.
Chickasaw, and 5 -19 Caucasians, 7 Native
Caucasians with non- Americans, 2 Latino-
legally documented Hispanics, and 1
tribal heritage. African-American.
-all English writing
majors with an
appreciation for creative
writing and English
education, preservice
teachers, and/or students
with an interest in
teaching college.
Civic and - 7 possessed tutoring -All reported a desire to
family experience with children  attend college in the
background ranging from future.

elementary- to high-
school ages.

- 11 volunteered or were
employed in scenarios
involving these child
instructional types:
church events, library-
reading programs,
afterschool programs,
and substitute-teaching
pools.

-2 had parents who were
English teachers, a
factor influencing the
former’s decision for
study participation.

Materials and Procedure
An exploratory case study involves an in-
depth data collection from multiple sources to

provide a case description and its themes
(Cresswell, 2012), and the author utilized diverse
instruments to generate results, including
documents, surveys, interviews, and observations
(Yin, 2009). To provide for the study’s
background information, the author viewed

documents including university webpages about
community-learning opportunities, as well as
webpages concerning the Boys and Girls Clubs. In
fashioning the survey and interview questions and
planning the study, the author also relied on the
CCC’s Statement on Community-Engaged
Projects (2016) and a study by Sykes, Pendley, &
Deacon (2017).

The study’s participants provided various
data types. The students took pre- and post-
surveys, each with Likert-style and open-ended
questions; engaged in pre- and post- interviews;
and discussed their experiences with the author
during the author’s Club workshop observations.
To provide information concerning the students’
sociodemographic, academic, work-related, and
community-oriented factors, students answered
pre-survey questions about their 1) backgrounds;
2) creative-writing coursework; 3) teaching,
tutoring, and work/volunteer experiences; 4)
personal, educational, career, and civic ideals and
goals; and 5) study participation rationales.
Likewise, for the post-survey, students reported on
how the Club’s workshop affected their
conceptions of teaching and mentoring acts, and
civic-related ideals and goals. In the interviews,
amongst giving other information, the students
also elaborated upon their survey answers by
discussing the workshop’s proceedings, including
the successes and drawbacks they experienced.
Additionally, students shared their lesson plans.

Besides the students, the remaining
participants were the children, English department
chair, and Club staff. The children received a
survey packet at the workshop’s end, with a mix
of Likert-style and open-ended questions
soliciting their sociodemographic data, as well as
information about their creative-writing interests,
academic backgrounds and plans, and experiences
with the Club’s workshop. Also, during and after
the initiative, the department chair, co-directors,
and the staff member engaged in interviews
providing a context for their roles in hosting the
workshop.



To provide for flexibility and adaptation,
the study applied a constructivist, grounded theory
method to collect data and formulate themes in it
linked to the research questions (Strauss, 1987).
After gathering the data, the author and another
writing researcher noted participants’ responses to
the quantitative data from the Likert scale
questions and then evaluated participants’
responses to the surveys’ open-ended questions,
interviews, and author’s observation notes for
references to the study’s research question. To
explore the study’s common strands, the
researchers analyzed the data by reading and
annotating documents, locating themes, generating
a coding scheme, and coding the data (Bricki &
Green, 2007). Within the data coding and analysis
process, the researchers coded all data to create
internal consistency, and the correlation
coefficients used to assess inter-rater reliability
within the dataset ranged from good to adequate in
all areas.

Findings

Overall, findings indicate that participating
in the community-learning initiative at the Boys
and Girls Club benefitted students’ civic practices,
as they built relationships with their younger peers
possessing similar backgrounds but few models
for college exploration. According to students’
post-survey, all (n = 14) agreed that their
workshop participation “assisted [them] in
addressing community-learning teaching and
mentoring objectives that were both appropriate
and tenable,” given that they desired to participate
in “a short-term, but meaningful, community-
learning-based, creative-writing workshop over a
single summer’s course” (see Foli, Braswell,
Kirkpatrick, & Lim, 2014). In turn, according to
data from faculty and staff post-interviews and the
student and child post-surveys, all students,
faculty, and staff (n = 18) and 88% of the children
(n =30) agreed that the students experienced gains
in their ability to act as short-time teachers and
mentors in fostering the children’s desire to

continue their education and attend college in the
eventual future. Consequently, the study offers a
major finding, with the students’ investment in a
community-learning initiative involving a
workshop for Club children having benefitted and
promoted the students’ personal conceptions
concerning their further potential engagement in
comparable civic practices.

Students’ Define Their Relationships to Civic
Participation

In an open-ended, post-survey question,
when students were asked to “conceptualize
[their] workshop roles and the traits [they]
adopted,” 79% (n = 11) described themselves as
“mentors” and “role models” who directed the
Club’s children to learn about creative writing and
also consider college. Thus, the workshop
benefitted students’ community-learning-oriented
civic practices and ideals (see Deans, 2000), as
they defined empowering roles for themselves
(see Lisman, 1998) and fashioned meaningful
teaching and mentoring relationships with the
children (see Davi, 2006; Faulkner-Springfield,
2011; Yeh 2010), with their younger peers
possessing similar demographic contexts to the
students’ own. Indeed, this comparable
demographic dynamic assisted the groups in
building symbiotic relationships, as both
populations came from impoverished and rural
settings, with some identifying as Native
American.

In responding to an open-ended, pre-
interview question about the student’s rationale
for workshop participation, all (n = 14) indicated
that they joined the initiative at least partially for
the “service credit” they could list on their
résumé. Nonetheless, all also reported a desire to
invest time in local children by contributing
civically to a community-learning program with
creative-writing elements. Similarly, in the post-
survey, all students (n = 14) agreed that they
“enjoyed mentoring the Club’s children,” and
93% (n = 13) believed that they “excelled in
addressing the workshop’s mentoring objectives



in some capacity.” In looking to the future, all
students (n = 14) both “planned to become more
involved in [their] community” and expressed “an
interest to engage in subsequent creative-writing
workshops” either sponsored by the Club or
offered elsewhere.

“... the workshop benefitted
students’ community-learning-
oriented civic practices and
ideals (see Deans, 2000), as they
defined empowering roles for
themselves (see Lisman, 1998)
and fashioned meaningful
teaching and mentoring
relationships with the children
(see Davi, 2006; Faulkner-
Springfield, 2011; Yeh 2010) ...”

Likewise, in the post-survey, 71% of
students (n = 10) reported that their demographic
features, including factors associated with their
place of residence, SES, and/or race/ethnicity,
“assisted [them] in building a strong connection
with the children” (see Pewewardy & Cahape
Hammer, 2003). Specifically, concerning
race/ethnicity, all students (n = 14) believed that
their ability to “empathize” or “sympathize” with
aspects of the tribal children’s backgrounds (see
Seider, Gillmor, & Rabinowicz, 2012) led them to
be “more aware” of the racism that area tribal
groups have endured (see Pewewardy, 1994).
Additionally, through an open comment for the
post-interview, 71% of students (n = 10) explained
further, regarding the literature’s call for the need
to dispel racist elements that may arise during
community-learning programs (see Green, 2003),
that they had learned more about the culture
and/or concerns of local tribals in interacting with
the Club’s children themselves. Concerning
race/ethnicity demographics, 64% of the students

(n=9) or the majority and 35% of the children (»
= 7) or an approximate third were Native
American. Thus, the student and child populations
differed markedly in their racial/ethnic numbers.
Still, according to students’ post-interview, open
commentary, over half of the tribal students (n =
5) identified the presence of the workshop’s tribal
children as being instrumental, on the students’
part, in their formulating impactful teaching and
mentoring relationships, including dynamics
involving student/child participants from the same
tribe (see James, West, & Madrid, 2013). Overall,
in the post-survey, all students (n = 14) agreed that
the workshop led them to “demonstrate care for
the Club’s children,” “create inclusive spaces,”
and “respect diversity,” civic objectives associated
with community learning, mentoring, and the
inclusion of tribal groups (see Pewewardy &
Cahape Hammer, 2003).

Discussion

Through the creative-writing workshop,
students built relationships with their younger,
area peers, who possessed similar backgrounds to
the students’ own, being marginalized by their low
SES, rural residency, and/or racial/ethnic
background, and who had few models for college
exploration in their personal circles. In doing so,
the students demonstrated the capacity to act as
short-term teachers and mentors in fostering the
children’s desire to become more creatively
literate, continue with their education, and attend
college in the expected future (see Brendtro,
Brokenleg, & Van Bockern, 2009). Overall, then,
the study findings indicate that the workshop
prompted students’ establishment of a set of
community-learning-centered roles and traits,
which they implemented in the initiative as part of
a pattern of current and potentially future civic
acts.

The ability for Native American students
to assume new traits while foregrounding a
traditional Native identity can contribute to their
academic and personal attainments (Demmert,



2001), as it did for the study’s Native students,
who assumed new roles as teachers and mentors
serving to empower them in the initiative in a
manner matching the literature (Lisman, 1998).
Moreover, unlike in other community-learning
studies documenting the charity-minded efforts of
affluent or middle-class Caucasian students
toward the community (see Littlepage, Gazley, &
Bennett, 2012), in the current study, students
placed a high value on assisting others similar to
them socioeconomically, geographically, and/or
racially/ethnically. Although community- learning
initiatives connecting non-Native students with
Indigenous peoples may heighten stereotypes
(Pratt & Danyluk, 2017), inviting Native
American students or those from Native-populated
areas to engage in the workshop mitigated this
risk, with some tribal students undertaking the
instruction of Native children from the students’
own tribe (see James, West, & Madrid, 2013).
Nevertheless, providing a contrast-in-point, Chris,
a preservice teacher, commenting in the post-
interview, argued that his being Chickasaw and
teaching other Chickasaw children to tell their
stories was not as important of a factor
contributing to the initiative’s success as was the
children’s capacity to verbalize their stories in any
capacity.
Implications for
Future Research, Practice, and Policy
This section provides suggestions to

writing teachers and writing program
administrators considering community-learning
initiatives involving literacy objectives utilizing
creative- writing and imaginative-thinking
premises and practices, the study’s limitations,
and future directions. As a first suggestion to
those implementing creative-writing workshops in
educational settings, such as the Club, according
to the students’, faculty’s, and staff’s advice, one
might consider holding the workshops for a longer
period, such as over a semester’s course lasting
approximately four months, in order to teach
children in greater depth and forge prolonged

mentoring relationships. On this note, one of the
study’s limitations is that it did not track students’
outcomes for a longer timeline to determine how
their creative-writing theories and acts, as well as
their career plans and civic aspirations may have
evolved further. As a second suggestion, one
should endeavor to fashion community-learning
relationships between one’s college and a nearby
sponsoring entity, so that students might feel as if
they are contributing toward their own
community’s welfare, if indeed this sense of
assisting others in close proximity is a goal. In
identifying future directions for researchers
working along similar lines to this study in
implementing creative-writing workshops with a
community-learning focus that include Native
American populations specifically, researchers
might consider also the effects of such formats on
tribal students enrolled at other higher-education
institutional types, including tribal colleges,
community colleges, and comprehensive research
universities. This focus could expand the current
study’s creative-literacy-related findings involving
community-learning designs with Native
American students and children.

“... there exists little research
addressing Indigenous peoples’
academic outcomes at every
educational level, including the
post-secondary (Demmert,
2001), and it is crucial that
teachers and writing program
administrators employing
creative- writing assignments
understand the curricular
designs, including community-
learning formats, that may aid
Native American students...”



Conclusion

Upon enrolling at a university, many tribal
students yearn to feel that their institution values
their cultures, worldviews, and communities
(Mosholder, Waite, Larsen, & Goslin, 2016).
Thus, the study’s creative-writing workshop
proved meritorious in prompting students to
identify the views that they adopted and the skills
that they demonstrated as writers, teachers, and
mentors to the community’s children as being
vital to its success, as well as to the students’ own
civic-related undertakings and outcomes. Through
a university- and Club-sponsored, creative-
writing workshop, the group of English majors
acted as short-term teachers and mentors for local
children aspiring to increase their creative-
writing-oriented literacy levels and to enroll later
in college. Additionally, within the initiative, the
students identified commonalities between the
children and themselves regarding their shared
impoverished and rural status, with a percentage
of both also identifying as Native American. On
this final point, the study’s findings can be
deemed important more largely because there
exists little research addressing Indigenous
peoples’ academic outcomes at every educational
level, including the post-secondary (Demmert,
2001), and it is crucial that teachers and writing
program administrators employing creative-
writing assignments understand the curricular
designs, including community-learning formats,
that may aid Native American students, including
those who are English majors and preservice
teachers, in matriculating from college and
instructing others in creative literacy arts (see
Guillory, 2009).

Additionally, this study is also pertinent to
other audiences and stakeholders, including K-12
teachers, preservice teachers, parents, and
educational after-school programs. For instance,
teachers and preservice teachers who participate in
community-learning programs may benefit from
employing their creative-writing lesson plans with
local children in a fun, educational environment.

Similarly, parents and after-school program
partners who participate with their children in
creative-writing workshops can encourage them to
expand their knowledge of creative writing, as
well as providing them with models of their older
peers, including those who are minorities, who
have entered college successfully. Finally, for
those engaged with tribal students or possessing a
tribal background themselves, practicing the art of
storytelling and displaying one’s creativity remain
vital cultural and educational practices that should
be continued and upheld now and into the future.
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