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Abstract:

This research addresses using stories to teacHeand compassion in adult education settings ireotd
promote greater social cohesion and collectiveig@pation in civic and national life. The researaiill
investigate the interaction between participantd atories in the context of one questidkre participants
responsive to characters and scenarios in storits emotional feelings associated with compassidh@
research used a qualitative framework with a neahquiry method. The number of participantsvsaven.
This is the maximum size that | could manage a®tally new researcher working on my own. The
guestionnaire is a recognised subset of intervigwiine results were as following : Most particigaobnnected
their research reading with past experiences, i@ reading@ne Hundred Names for Lave story of illness
and loving devotion, than on readitipmecoming a war story. This difference is understandakiese
participants are more much more familiar with tighsof illness and loving devotion to sick pergban with
war. The responses of all but one of the partidpanggest that a process of critical reflectisenabling the
previously covered Kreber framework did take plaite2 participants might have changed their outlbgk
considering their assumptions or taken-for-graieliefs.

Keywords: Stories, Teaching, Learning, Comparison, Adutty&ation.

The study background

This researclgrew out of my reflection after an online discossivith some of my peers, in which they and |
disagreed on overwhelming reliance on governmeetvention, in the form of subsidies and socialgoams,

to create an equitable society and resolve socoaroic problems. Their confidence in this approseamed
discordant with financial challenges in many coi@strsince the financial crash of 2008, both of Wwhize
general knowledge. My reflection was long. Hérdivide it into two phases: in the first phasesonsidered
socio-economic problems abstractly and in a braadgective, socio-economic problems; in the segice, |
considered compassion and stories as a tool th @t learn compassion.

Looking at socio-economic problems in a broad persztive

A broad perspective discussion of socio-economablems helps us to identify more of the factorghiase
problems than would happen if we look at them imagrow perspective, such as simply income diffeesnor
wealth inequality, although these phenomena arenoftart of the explanation for well-being variandes
society. In a broad perspective discussion ofasecbnomic problems, we can capture the issue mgaious
oppression by power elites. This oppression maw lfector in both the economic and social problerhgh

offend us, and, as well, in popular solutions testhproblems. Freire (1981) speaks to this point:

In their unrestrained eagerness to possess, thesgmus develop the conviction that it is possible
for them to transform everything into objects oéithpurchasing power; hence their strictly
materialistic concept of existence. Money is theagure of all things...For the oppressors, what is
worthwhile is to have more-always more-[sic] everthee cost of the oppressed having less or
having nothing (p.44).

Taken seriously, these comments of Freire sugbastite should not believe the best approach tetassie for
under-privileged persons consists of grants of mdnem government, and social programs by governmen
These grants of money and social programs mighteainan agenda to buy the submission of the under-
privileged to a system, in which members of the @owatructure achieve gains whilst the under-prigkd
stagnate in a dependency syndrome.

In the logic of Freire, it is worth noting that mendence, especially chronic dependence, on
government subsidies to cope with outcomes oEility, poverty, poor health, crime, juvenile deliegcy,
prostitution and so on might have unpleasant carssees for the persons who are simultaneouslyifiéass
and objectified as chronically under-privileged angledy. Taking aid from government, complacentlg an
chronically, these persons might actually be coajreg in being set up, “organized for passivityy’ existence
which Freire (1985, p.82) criticises, because jpases conformity and uniformity on people and umiees
individualistic creativity.
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Looking at the value of compassion and compassion education

| believe an attitude of compassion among indivisluaould go far to improve civil society by prowdj
actively engaged citizens who supplement the weléativities of government. Stimulating active aggment
of this kind requires transformative learning. sAtased education, the use of stories specificzdly, generate
the transformation that is necessary to develomttitude of compassion which can lead to activgagement
with needy and troubled persons. As these thouwmfatse in my mind, | recalled my reaction to theviad.es
Miserables.

Les Miserablesaffected me strongly. As Anne Hathaway, the astreang of Fantine’s miserable life in “|
dreamed a dream,” | was emotional. In the dajer afeeing the movie, | wanted to know more abbat t
history behind it. A learned Canadian friend emigmed me. This friend pointed out that Fantingesented
thousands, if not millions of French citizens whdde had been broken, degraded, and impoverished b
political change and revolution in which they hagkb led, by political rhetoric, to expect persquralgress.

According to their dictionary definitions, compassi empathy, and sympathy are closely associatetiush so
that empathy and sympathy might be seen as comstittiements in compassion. According to @word
Dictionary of English(2005) compassion is “Sympathetic pity and conderrthe sufferings or misfortunes of
others;” empathy is “the ability to understand ahdre the feelings of another,” and sympathy islitffigs of
pity and sorrow for someone else’s misfortune” @2, 569, 1788).

According to Milan Kundera (as cited in Clark, 19@6mpassion is a broad affective state: “compassieans
not only to be able to live with the other’'s migfare but also to feel with him [sic] any emotioryj@nxiety,
happiness, pain....In the hierarchy of sentimentssupreme”(pp.28, 29).

| turn now to sympathy. Clark (1997) describes pgthy as “a social emotion” that occurs “only thghu
interaction [between persons], real or imagined31{p. In practice, sympathy, in Clark’s concepsation, is a
complex three dimensional process of “empathy (e taking), sympathy sentiment, and display” (.33
Empathy refers to putting oneself in the other pe's position; sympathy sentiment refers to feeliagthe
other person; sympathy display refers to doing sbimg to help and support the other person.

As it has for sympathy and compassion, the scholédrature has many definitions for empathy. ndfia
consensus definition in the opinions of Sagkal, Tkl and Totan (2012), Palmer and Menard-WarwidkL@),
and Wilson, Prescott and Becket (2012) respectivatypathy is “the process of understanding thepeets/e

of other individuals in addition to their emotiong.1455); empathy is “the ability to experience thelings of
another, or metaphorically, ‘put oneself in theeshof another™(p.18); empathy is “the ability teesthe world

as others see it, [to] be nonjudgemental, [to] ustded another's feelings, and communicate the
understanding”(p.1).

My understanding of empathy, sympathy, and compassnformed by the sources cited in the previous
paragraphs, was dynamic in my analysis of the msg®from participants in the research | condutdqutove
the hypothesis that stories are a viable technotoggach and learn compassion, in all its dimersiin adult
education programs

Literature Review

The focus for my study is teaching and learning gassion values, or compassion education to coémra, tin
adult education through stories. These stories vaay according to the particularities of educagiosettings.
They might be short or long stories, fiction or Haion works, condensed versions of works or lttheg form.
The theoretical framework to support the study widime from three sources: literature on peace ¢duca
literature on adult learning, and literature whitibcuss transformative learning.

Peace Education

In the literature of Harris (2004), peace educatiefers to “teaching about the challenges of adhgeypeace,
developing non-violent skills and promoting peatedttitudes” (p.6). According to Harris (2004) ethunited
Nations is a supporter of peace education; he titesl975 UNESCO Statement of Purposes for Worldwid
Educational Policy which calls for the following éalucation:

An international dimension at all levels of edueati understanding and respect for all peoples,
their cultures, values, and ways of life; furtherm@awareness of the interdependence between
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peoples and nations’ abilities to communicate acoodtures; and last, but not least, to enable the
individual to acquire a critical understanding oblplems at the national and international level (p.
10).

According to Jackson (1985), peace education warksonversion of the heart [which] often begins hwit
conversion of the mind” (p.375). Jackson advocatgansformed mindset, in which individuals “getraader
perspective on the global problems that exist” mubver a sense of evil (p.375).

In Harris and Morrison’s literature (2003), peadei@ation along the lines of the Civitas Curriculadlves the
affective and cognitive sides of human beings:

Students in peace studies classes are, among ththgs, attempting to understand one of the
most vexing problems confronting human beings-tbe of force to solve conflict. Teachers in
these classes help students understand that pradérimg involves feelings, intuitions and

hunches....The affective side of human behaviaretflore, plays an important role in helping
people attempting to solve human problems (p.222).

The concern for a humane world, which, accordinB4o Tal, is a defining characteristic of peacecadion, is

in harmony with Freire’s (1985) idea of the revauary project, “a struggle against oppressive and
dehumanizing structures” (p.83) and with the follegvpassage in the moral education discourse ofélVadd
Davis (as cited in Henry and Beaty, 2007).

For me, it is hard to imagine human beings seagcfin “what is true and good and beautiful” and coitting
to a life of “love and service with others” if thaye not caring and compassionate.

Adult Education

Johnston’s (2011) discourse aligns adult educatigthh the humanitarian objectives of peace education

according to Johnston:
...the value of adult education to create posisgeial change is unmistakeable. The primary
purpose of adult education lies in the creatiomltdrnatives and options associated with positive
social change. Adults are offered new ways ofectihg on their experiences....This leads to
transformation” (para. 16).

And Ladson-Billings (as cited in McKay (2010) refsothat internationally, adult education settings ‘¥enues
for consciousness raising” (p.25), which, in theecaf African American communities, helps adultihess to
identify unjust and divisive ideologies which margiise certain communities.

Bracher (2006) believes that adult education teackbould stimulate critical thinking by asking gtiens
which require self-examination and, potentiallyspire a spirit of compassionate social respongbili
What should | do with my life? What's the pointib&ll? Why am | here? How can | give my
life meaning? What does it mean to be a man oomam, or to be gay or straight? How can |
as an individual, or we as a group, reduce ouesuff and destructiveness and achieve a greater
fulfillment and justice? (p.82).

Bracher today and Du Bois and Spencer generatgmdiave different emphases in their education pbpby.
For instance, in the references here, Du Bois aoeh&r are concerned with the holistic developnunt
individuals whilst Bracher is concerned with thevelepment of the individual's self worth and social
responsibility. The differences between the thhéekers are not relevant to my study. What igvaht is an
important common idea in their philosophies, theaithat education can change people; the idedhér words,
that learning can transform individuals

Transformative Learning

Transformative learning theory originated in the styén the USA. Today, it has international respeed
following. From Thailand, introducing researclefdture based on a Thai case, Nuangchalerm (2010) cites
Gunnlaugson: “Transformative learning relates e education of the whole person and includes the
development of insight as much as knowledge” (p.95yom Australia, Penman and Ellis (2009) declare:
“Transformative learning involves change in thenfes of reference that we use to make sense ofivas” |
(p.170).
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We can detect the objective of transformative legyin the literature of the human rights actilast hooks, (as
cited in Greene, 2005); hooks declares:

...learning is a place where paradise can be cteat€he classroom, with all of its
limitations, remains a location of possibility. that field of possibility, we have the
opportunity to labor for freedom, to demand of elwss and our comrades, an openness of
mind and heart that allows us to face reality easnwe collectively imagine ways to move
beyond boundaries, to transgress (p.50).

Respect for transformative learning as a contextHe development of virtuous citizens exists alési
the educational establishment. We see this ireadpby Prince Turki Al Faisal, a senior membethef Saudi
royal family. This speech demonstrates internatioand cross-cultural reception of the concept of
transformative learning. Explaining Saudi Arabiatholarship program for Saudi young adults to ameAcan
audience, Prince Turki Al Faisal (2006) spoke gbdador the transformation of the beneficiarieshaf program
through the experience of new knowledge in foregiguantries:

We're promoting cooperation....We're letting our uylo explore the world and form
friendships....If our citizens possess the skitld anderstanding to compete effectively with their
global peers, then they will be active contributéosthe global community. They will be
promoters of peace and tolerance throughout thédwoknd perhaps then, we [Saudi Arabia]
will become the wellspring of understanding, edigeatand humanity that we aspire to be
(p.416).

These words speak to the objective of profoundospalitical improvement in Saudi Arabia throughpari$ of
philosophy which comes from individuals, who, haylreen transformed by international educationalsouigl
experience, impact Saudi society with new perspesti

People acquire new perspectives through transforendearning by a change in their worldview. In
Gougoulakis and Christie’s (2012) study of indiatltransformative learning, in Sweden, over mangades,
“A person’s world-view consists of concepts, ideassumptions and theories that are expressed aninggul
acts of consciousness in the individual’s socia emtural milieu” (p.240).

According to Gougoulakis and Christie (2012), hislly, in Sweden, transformative learning is asated
positively with Popular Education in the Study @resystem. This system began in the middle of &
century, totally independent of government, andettsped into “a systematic and self-governing megpitace
of learning.... a national educational standard gopular education....[and] a tool for both indivédl and
collective emancipation and a means for social@mmunity development” (p.249).

Empirical Investigation
Application and values of arts based education

According to Chernoff (2009), “...opportunity torgieipate in the arts is beneficial to students smthe wider
society” (p.77). Ellis (2013) praises arts-basddoation: she calls it “a critical part of identiiypnd community
development...teaching the importance of buildihgracter, integrity and centrism [community] caartswith
creative based culturally grounded instruction.egBrding the African American community, Ellis s&t'Arts
is a pivotal mode of instruction for people of thfrican Diaspora, literature being one of the miogportant
forms of kuumba (creativity)” (pp.6, 7).

From an empirical perspective, Greenwood’s (20Xjctusion, in a study conducted in three differantures
and countries- a Maori community in New ZealandR@ma community in the Czech Republic, and a South
Asian community in Bangladesh- is that arts-basddcation, “working in the aesthetic”, is effectifer
imparting knowledge to individuals and, importantknowledge received through the arts may be more
influential in the behaviour of individuals than dwledge received through standard instruction nasho
“verbally cognitive” (p. 18). Speaking out of exjance in the prison system of the USA, Bernardcfged in
Lacey, 2007) observes a positive association betwa¢s-based education for inmates and reduction of
delinquent behaviour. This phenomenon, it is algueppens because “every person--no matter trsir r
factors—possess [sic] this inborn capacity to ti@ms his/her experiences through both reframingooé’s
personal narrative and artistic expression”(p.3).

I understand the international applicability ofsabased education, in the light of the scholarshifhe classical
Arab Muslim historian, Ibn Khaldun. Significantrfthis study are the following teachings of Ibn kKha (as
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cited in Mansfield, 1978, pp. 107, 114). Thesela@as are expressed in the same innocent gentergdage
used by Lippmann in an earlier citation:
= “Artis any production in which aesthetic feelingpeesses itself, and it is doubtful whether anypbeds

totally devoid of artistic expression in some fosmanother.”

= “Man [sic]...is distinguished by his ability to ttk. This ability guides him in the pursuit of tielihood.”
The ability to think relates to art based educatiotihat through thinking, that is reflection, pémfearn
from art. For example, reflection brings to lifessages in paintings and decorations; reflectidtema
possible the construction of meaning and, subsealyu&nowledge, in the interaction between readers
stories. Manguel (2007) stresses the importandkimiing for learning to take place in the meetaig
readers and stories, listeners and stories:

...the accumulation of knowledge is not knowleddes our capacity to store experience
increases, so does our need to develop keeneredegys of reading the encrypted
stories. For this we need to leave aside the eauwirtues of the quick and easy, and
restore the positive perception of certain almast Iqualities: depth of reflection,
slowness of advancement, difficulty of undertakiGs. 68, 69).

Stories: their potential impact

According to professor Lichtman (2013) stories fascinating for people everywhere: “As individuale
marvel at accounts of common people who face esdiaary challenges and overcome them” (p.95). him t
four-aspect model of reading, educator William Gfay cited in Maring, 1978), states that in theteiaction
with literature, readers receive ideas: potentjaily Gray’'s outlook, reading leads to “the devel@min of
interests and insights and could effect significatminges in thinking and action” (p.424). FormerMdster
University professor, Henderson (2012), in an aotad the Historical Muse concept, believes thaties can
become alive and help readers bring meaning totgvanpast and present time, in a learning proedssh
involves the activation of imagination following @mness to ideas.

Another educator, Palmer (1998) argues that staa@steach people “great things in the human egpee.”
Referring to the Nazi era, in Gentury Europe, Palmer asserts that literary tarés“...voices that reach us
with astonishing clarity across huge gaps of spaxcktime.

Cranton helps us to appreciate Palmer’s uncomfiertdiought about certain stories. Her importaetidf the
“self-other dualism” refers to a very evil phenomenwhich manifests in prejudice, discriminatiorneo
bearing superiority and violent retaliation agaith&tse oppressive behaviours. The “self-otherisindlwas an
element in the exclusionary social policies of N&rmany, in which German citizens like Eichmann
cooperated, indifferent to the evils they were suppg. If stories can help us break down the fséher
dualism,” stories should have a high place in etioga

In the empirical research aspect of my thesis ptpjay eye will be on the affective power of sterieMy
research will explore the affective impact of stsrio support the thesis that stories can teaglvsittons which
fall within the term of compassion: empathy, pgympathy, and understanding.

The research question

My research will investigate the interaction betwgarticipants and stories in the context of onestjan:Are
participants responsive to characters and scenadriostories with emotional feelings associated with
compassion?

Research discipline and method
| used a qualitative framework with a narrativeuimg method. As a qualitative researcher | wagh@logic of
Lichtman (2013), interested in real people, theindviours, reactions and points of view.

Narrative inquiry
According to Clandinin, Pushor, and Orr (2007), tibxen narrative inquiry was first used in educagioresearch
by F. Michael Connelly and D. Jean Clandinin. Heit definition of narrative inquiry, (as cited @landinin,
Pushor, and Orr, 2007), Connelly and Clandinin &airot
Arguments for the development and use of narratigeiiry come out of a view of human
experience in which humans, individually and sdgjdead storied lives. People shape their
daily lives by stories of who they and others and as they interpret their past in terms of
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these stories. Story, in the current idiom, isodtgd through which a person enters the world
and by which their experience of the world is ipteted and made meaningful....Narrative
inquiry, the study of experience as story, therfjrig and foremost a way of thinking about
experience....To use narrative inquiry methodolgyo adopt a particular narrative view of
experience as phenomena under study (p.22).

Some aspects of my study relate to certain pom&annelly and Clandinin’s discourse on narrativguiry (as
cited in Clandinin, Pushor and Orr, 2007, p.22):
= Connelly and Clandinin hold that stories can shagmple’s lives. My study follows a thought

that stories can inspire compassion in people twutthey become sincerely socially
responsible.

= Connelly and Clandinin say narrative inquiry is tedy of the phenomenon of an experience.
My study will explore the experience of participamtith using their reading of extracts of
stories to reflect on issues in their personaldifie in their particular social environment,
family, workplace or the political society, wherengpassion in practice could have made and
can make a difference respectively.

= Connelly and Clandinin hold that, typically, naivatinquirers are concerned with the
“feelings” and “aesthetic reactions” of participsiaind with the “individual context” of
participants. A main focus of my study will be tmotional response of participants to
stories. And my pre story reading questionnaidéasilect information on key background
details of participants.

= Connelly and Clandinin state that narrative inquirgthodology culminates in a narrative, a
story based on the experience which the reseamtbestigated. The findings of my study will
be turned into a story about the transformativeaichpr lack of transformative impact of
stories on participants.

Participants

The number of participants was seven. This istagimum size that | could manage as a totally researcher
working on my own. A larger group would have béeyond my capacity. On the other hand, a smailtaug
would not have given the diversity of participatttat | desired.

| recruited participants from persons whom | knewially through email and word of mouth on telepéoall
have been educated above secondary school levetidiergraduate and higher education. This divgrsep of
participants included both male and female gendediyiduals from different countries of origin, fitirent
cultures, and different religious adherence. Tin@rsity was strategic: it was designed to obtaivariety of
responses for an examination of the process offivamative learning through reading stories.

| approached prospective participants by email tetephone, to exaplain that the purpose of my study to
investigate the power of stories to affect people&dings and attitudes. | did not specify compas# order to
avoid influencing the responses of participantgjoastionnaires.

Questionnaires

The questionnaire is a recognised subset of imefng. | selected this survey instrument for two
reasons. First, it allows participants to makesiered responses; secondly, responses on a quest® are
likely to be more truthful, more open than in agmeral interview (Leedy and Ormrod, 2016); this oypess is
important for a study of emotion laden responseh @i empathy, sympathy, and compassion. Beingtoew
research, in composing the two questionnaires & limwmind, | will be careful: | will try to follonclosely the
literature | reviewed in Mount Saint Vincent Unis#y’'s course on qualitative research, (GEDU6107).
According to Lichtman (2013), the primary data eotlon tool for qualitative researchers is the tjoagaire. |
trust this statement from the textbook for GEDU B10It is one of the reasons for my choice of the
guestionnaire to interview participants. The otte&son is my belief that people might be both nileoeightful
and more detailed in making written responses qoestionnaire than they would be in answers totopresin
oral conversations. In humility, | declare thatddb not have the experience necessary to say tleat th
questionnaire is the best data collection tookffierstudy. In support of this declaration, | apjbly statement of
Lichtman (2013) on the role of qualitative researsh “There is no ‘getting it right’ because thexauld be
many ‘rights™ (p.21).
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Guidelines in the literature of Jacob and Furger¢d@l12) will influence the content of the
questionnaires, in particular the following advitgcollect important background information fromricipants;
2) use the phrase “tell me about” to encouragaqiaants to tell a story and 3) plant probes aagks to keep
the participant’s story in line with the focus bEtinvestigation. | will give the questionnaire éwail or print
copy according to the preference of the participa@tt of respect for the comfort of participarithiad them
complete the questionnaires privately, in the sgtthey liked, without any pressure from the preseof the
researcher or a short time frame. They were agkeeturn the completed questionnaire to me by lenadilater
than six weeks from the date of the email enclosiegn.

The pre story reading questionnaire

The purpose of this questionnaire, which is in Appr 1, was to collect data which corresponds &“gocial
conditions” concern in the literature of ConnellydaClandinin. These data provide lines for segingnthe
participants, for example males, females, undergredstudents, graduate students, fans of staries@on.

The post story reading questionnaires

The purpose of these questionnaires, which afsppendix 2, was to discover the reaction of pgrtaits to
extracts from stories in a reading activity, thagé activity of the study. | analysed their réacto trace signs
of the development of compassion based on reflectiter reading the story extracts.

I did not want to command reflection by participgribut | tried to prompt it, doing so gently by sowf the
questions on the questionnaire. The participaefdction to which | looked forward was criticaflection in
which, with an open mind, we consider beliefs addas which we take for granted as truths givingnthe
unquestioned rule over our behaviours.

The story reading activity

In an imperfect imitation of condensed articles atdries in the Reader’'s Digest publication, | [ded
participants with extracts from 2 stories. Eadh Will have a preface summarising the story, teghe extracts
context.

Each story was about an experience of human sodferin one, the story is the anguish of a soldiehis return
home after mobilisation in a war; in the other, ghery is a wife’s account of her participation lwtiealth care
professionals in the effort to rehabilitate herlbared after a stroke inflicts neurological disorderhim.

I was mindful that participants were giving théme voluntarily and without pay; | appreciate swdoperation
from individuals who have other and important claion their time. Therefore, | did not produce sexthich
were lengthy. | thought | should not strain the dill of the participants by imposing on them anivaty that
might take up too much of their time. Appendicesn8l 4 have the texts | gave the participantsterreading
activity

Participants and Research Project

The seven participants, who gave their signed aunseere selected from my acquaintances. Theirngom
characteristics were educational experience abeegenslary education level and professional employmen
Apart from these unifying characteristics, the jggzants formed a diverse body: four women andethreen
provided gender plurality; ages ranging from 29rgda 53 provided varied life experience, and twlessts,
three Christians, and two Muslims provided faithiedsity. | anticipated that all of the participsntould be
interested in literature with diverse preferencésensed that by educational background thrednertwere
familiar with scholarly discourses on human ematioone had a psychology degree; one had a pulditares
degree, and one has had a lengthy career as &teach

The research area of interest was the affectiveepmivstories. The first questionnaire soughtdpé@ion of
participants on this phenomenon. Question 4 & thiestionnaire asked: “Do you think a story cathdnge
your attitude to other people or about situationthe world?” The majority of the participants aesed “yes.”
The one participant who said “no” based this opirom his feeling that since, in his opinion, mospple do not
like to change their attitude, he would not chahigeattitude to other people.
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The positive opinion of the majority of the panpiants on the influential power of stories was etates
strongly in the following comments that complement¥es, stories can change attitudes’ responsese O
participant said: “Stories open people eyes ughéoraw result of things and the inside details emdbtions on
the matter that you wouldn’t normally know” [sic].

| felt that to have a majority of the participamtsknowledge the transformative power of stories wagpod
indicator of the quality of their research actividyring the research program: | assumed that mbsheo
participants would be well anchored in the reseatctivity, reading extracts from 2 stories, onehwdt war
background and the other a story of personal skeugh health breakdown. | expected their respotasthe
guestion about the power of stories to show whatheticipants had attached themselves to the refseativity
for any of the following reasons: increased knowkeda framework for understanding certain issuek tha
world around them, and entertainment.

4.2: Responses to Stories

In her work on the value of clinical judgment irettielivery of health care services, Montgomery @Gpeaks,

without population qualification, about the histai and pervasive dynamic of stories in human e&pee:
Our lives are full of stories: we read and tell disten to them; we watch them unfold in art,
ritual, and social life; we preform them ourselvéisey give form and meaning to our daily
existence. We know ourselves as selves and as emsrahd heirs of families, communities, and
nations through the stories that exist about thadlectivities and us. Recorded, recited, filmed,
and whispered narrative stores both memories op#ist and visions of the future. Our lives are
played out through and against them (pp.47, 48).

The scholarly thoughts on the concepts of compassigmpathy and empathy that | brought forwardhapter
one animated my analysis of the responses fronpahiicipants to the storiesBlomecomingand One Hundred
Names For Love

4.3 Responses tblomecoming

Homecoming: the story

Homecomings a novel by Natasha Radojcic-Kane. Its backgdois the Bosnian war, a civil war that went on
in Bosnia and Herzegovina from 1992 to 1995, whenpeaceful diversity of Bosnia and Herzegovinakéro
down as the country’s Muslim and Christian popuolagi fought each other. HMomecoming'story, a Muslim
soldier, Halid returns to his village at the endtb& war. He finds the village changed, physicalhyd
psychologically: buildings stand damaged and imegigir; corruption prevails in law enforcement; éoyment
is scarce, so some young people have turned tditptim; historic peaceful relations between thikage’s
Christian and Muslim populations have been repldmgdnutual hatred and distrust. This scene of and
suffering depresses Halid. Instead of returningrate to his mother and his family home, he wandees
streets, observing, thinking, and trying to makesseof a world that is sad.

Compassion, sympathy, and empathy in participantstesponses tdHomecoming

The extract fromHomecominghat participants read focused on the experiefidheoMuslim soldier, Halid,
returning as a war hero to his mixed population ddawn at the end of the Bosnian war. Severaiqgipaints

demonstrated an emotional perspective on war; abdemonstrated an emotional attachment to Haliey t
were both empathetic and sympathetic, imagininghdedves in Halid’s position.

< Participant One (Female) said: “As | read the tefdlt uncertainty and despair. | imagined Hadid’
confusion about the situation....l was particulaffigeted as the experiences he [Halid] described
having endured in the war were traumatic.”

« Participant Two (Female) said: “As | read the téfelt very sad. | feel like he [Halid] was costd
when he went into the war as to what he was loofong He was going against the Christians, but his
best friend was a Christian, so it did not add ugvetything changed for the worst, and he did nbage
result he wanted.”

» Participant Three (Male) said: [l felt] “some sads&vhen reading how the conflict so horribly aféelct
the life of the character, his town and its peojaid] “some anger at the fact that conflicts rdate
[sic] religion or politics continue to affect so mapeoples.” “l would probably not be able to doah
more than cry at the sight of a town in ruins,arhfly and neighbours who have deteriorated or lost
loved ones.”
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e Participant Four (Male) said about Halid: “My fews were that this poor fellow will have to pull it
together at some point and deal with the pain;féaunately” Halid will always be dealing with the
war.

e Participant Five (Female) said: “When | read the, tefelt sad, sorrowful, sympathy, fear, couralgege
and hope for humanity....I recognize that there & far been [sic] a war hero and Halid is alonpay
for it. His loneliness made me heartbroken.”

« Participant Six (Female) said: “...war has devastptifiects....I would [be] afraid and confused and
thinking how worthless war is.”

« Participant Seven (Male) said: “I had a feelingntérest in how things would work out for Halidan
world where war was over but the damage from was exeerywhere, in the people and in the
infrastructure. Putting myself in Halid’s positidmrmight want to live quietly. | would be thinkgn
about how to control the memories of killing andleé hating that made the killing possible.”

Attitudes of empathy and sympathy and aaderrejection of war are run thread like throudtese
comments. Significantly, the quality of this threiadhe same in the response of male and femateipants:
there is no gender differential in the display wigathy and sympathy among the participants.

4.4 Responses tOne Hundred Names for Love
One Hundred Namesfor Love: the story

old One Hundred Names for Lotlee more important of the stories used in theaeteactivity, because it is a
true storyOne Hundred Names for Loviés many categories, medical stories, illnesgissy coping with
sickness stories, dilemma stories, tragedy liteeatand love stories. Typically, these types ofystare an
emotional experience for readers, arousing mantgirsents including elements of compassion, empapity,
sympathy, understanding and so on. Seaman’s (2@Vigw describe©ne Hundred Names for Loes “A
gorgeously engrossing, affecting, sweetly funnyl arind-opening love story of crisis, determinatioreativity,
and repair.”

Compassion, sympathy and empathy in participants’ @sponses t®ne Hundred Names for Love

The participants read two extracts fr@ne Hundred Names for Laven the first extract, Diane shares with a
friend her anxious and painful feelings about thpact of the stroke on the cognitive and physiehldviours of
her husband, Paul; in the second extract, DianeRand try to have conversation, after which, aldd@ne
reflects on her life as caregiver to a husband iredaby illness; in this moment of meditation, ghens to
poetry to understand the changes in Paul. Inspiyesl certain poem, she sees Paul as a “diminittieg.”

e Participant One (Female) imagined herself in th&tfmm of Diane and Paul: “| felt Diane’s
hopelessness and anxiety/uncertainty....In Dianesitipa, | would feel high levels of anxiety and
grief. | would struggle to accept the new reatifymy husband’s condition, and the loss of the
relationship | had had with him. | would feel angbout the situation and | would hope that might
motivate me to do something to ameliorate the 8dna..In Paul’s situation | would feel despair and
frustration, | would want to give up. | would wishhave an opportunity to give up.”

e Participant Two (Female) said: “As | read the téfglt saddened and had a lot of sympathy for
Diane....If | was in the position of Diane, | would having similar thoughts as her....If was in Paul’s
position, | would be very confused. Not only is mgmory foggy, and my speech and mobility is
stunted, but my wife who | love, seems so distaidt @pset.”

< Participant Three (Male) said: “My feelings werendpated by sympathy/pity for both Diane and Paul.
And | am not sure who one should feel more sorry. féf | were Diane, | imagine | would probably
feel that Paul was the true and only victim, the tmly suffering....If | were Paul, | would probably
feel guilty for putting Diane through such a hardeal. Initially, | would wish | could recover....tex
on, after reality has hit, | may wish to out an émdt.”

« Participant Four (Male) said: “When | read thetté¥elt pity for the woman telling the story she
seemed alone and afraid....If | were in Diane’s positl think | would be feeling the same way
overwhelmed and uncertain of the future....If | wgr@aul’s position, | would be thinking the same
things as him [sic], whatever that is, and | wowidh | never had a stroke.”
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e Participant Five (Female) said: “ By reading thett| felt sadness, sorry, sympathy, love, faitt a
hope in the human race....If | was in Diane’s positiowould think about how | am going to go thru
that? [sic]....If | was in Paul’s position, | wouldibk about who am | now? What can | do? How am |
going to live and go thru this? [Sic].”

« Participant Six (Female) said: “My first feelingere ones of despair and negativity as | felt that
everything seemed like it was over....The very thajyghbeing in Diane’s position] is devastating.
My thoughts would engulf this enormous desire tdgok to what was.... [If | were in Paul’s position],
I would constantly wish and think for things to lgack to the way they were.”

« Participant Seven (Male) said: “In the positiorDaéne, my one thinking would be if | would have the
strength to take care of my husband for as longeasssary....In Paul’s position, | might be thinking
whether this life without speech and dependingthers for the smallest things, day after day, istiwvo
living.”.

These responses are united by expressions of sigynaad a strong effort to understand the experiehé#ane
and Paul. All participants, male and female, rédeputting themselves in Diane’s position and Raoabsition.

This raises their sympathy to the level of empatiarked by concern and caring. | believe empatiplaéxs
some of the language in the responses of the jpentits.

4.5 Comparing the stories with a similar experience
In the responses tdHomecoming

Participant One recalled viewing a documentary mowi which an individual returns to his hometoviteaa
war in a frame of mind similar to that of Halid fomecoming Thus, Participant One was pre conditioned to a
good reception of Halid’s story. But this expederdoes not amount to a personal experience sitoildmat of
Halid in the story.

In a strong and moving analysis, Participant Twampared Halid’'s heartbreaking observation of thespdat
and sociological destruction of his Bosnian hometavith the ongoing ravaging of her birth countrybya, in

the aftermath of the NATO led military campaignttdeposed the Gadaffi regime that had ruled Liloyayéars.
Like Halid, she is bewildered by the outcome of w#m Libya today, she does not see justice orrditien or
democracy after the deposition of the autocraticla®a regime: she sees an unending war “over power”
between conservative and liberal Libyan factiofi$is response indicates an emotional experiendasitose

to the anguish of Halid irlomecoming.It also reverberates compassion for the sufferiniy® people of Libya
since the NATO incursion to produce regime chamgeticipant Two indicates anxiety for Libya’s cotiol as
civil conflict rages.

For participant Threekllomecomingstirred up memory of stories he had heard as ld @hihis birth country,
Uruguay, about families torn apart during a comnflietween right-wing military groups and left-wiggerillas.
This recollection amounts to a shadow of a persexgérience similar to that of Halid in the story.

Participants Four, Five, Six, and Seven had no pagerience of a situation comparable to the adcoun
Homecoming. Nonetheless, Participant Seven imagined thatyewar affects some people as the Bosnian war
affected Halid.

In the responses tdOne Hundred Names for Love

Participant One had interacted with families whiadividuals, like Diane, had to deal with pain gm@blems
after iliness caused changes in the “abilities pesonality” of loved ones. Participant Two hadase friend
who faces a father who has lost memory, speech, namlility to a serious brain illness. According to
Participant Two, life has become full of sadnegshier friend’s family. This response indicatesyepathetic
observation of another person’s misfortune. It ralp be seen as an illustration of Goldman’s (19@2row
sense empathy, in that it reflects commiseration.

One Hundred Names for Loveade Participant Three recall his grandmothemrs lend of life existence as an
Alzheimer’'s patient. With vivid pity, he said “artible and irreversible brain condition changed |le forever
and very rapidly.” This response speaks to conipass the form of “suffering with” the sufferingepson.

ReadingOne Hundred Names for Loweade Participant Four remember his grandmother‘wleer came back
to normal” after a stroke. His grandmother’s digbstory resembles Paul’s situation @ne Hundred Names
for Love Philosophically, Participant Four feels more patiny for Paul and Diane, characters he meédrie
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Hundred Names for Lovéhan for his grandmother because whilst Paul armth®are relatively young in their
health crisis, his grandmother was old in hers, “ahdld age you expect things like this to happen.

Participant Five had no earlier experience comparad the moments i©One Hundred Names for Love.
Participant Six was reminded of an aunt who, likari@ inOne Hundred Names for Loveared courageously
for her husband after he suffered a concussionrématered him a patient. Speaking from the h&atticipant
Six said her aunt “kept her faith” and “nursed” heisband to recovery of good health. This is altection of
experiencing in real life a person, an aunt whong{died Fox’'s (2010) concept of compassion in (i
“being withsomeone who is suffering.”

One hundred Names for Lovesonated with Participant Seven, because it menirhim of cases of “sickness
among relatives and friends.” Speaking from thaseenories, he observed with a degree of compas8tds;a
hard situation that calls for spiritual qualitiekieh we do not hear much about in modern educétidvhat is
significant about this response is its note oficaltreflection: | believe Participant Seven muavé reflected
critically about the qualities that are requiredeople to be compassionate towards others whsicke

The dynamic of critical reflection-critical thinkin g
5.1 The Idea of Critical Reflection-Critical Thinking

the concept of critical reflection is not fixedhias been argued over considerably in the commuofisgholars:
“What it means to critically reflect has been esigaly debated by a number of philosophers, sdbdrists,
researchers, educators and therapists. It isiamtiitat has been associated with a range of owsantluding
improved thinking, learning, and assessment ofaadf social systems”.

Acording to the philosopher and education reford@in Dewey (as cited in Sharma, Phillion, and Maléw
2011), “the goal of critical reflection is to makeeaning of one’s experience that brings change amig's
understanding of the self and the world-self-awassrand awareness of the other.” In their readirigewey,
Sharma, Phillion and Malewski (2011) observe theteps in the process of critical reflection: (1p th
phenomenon of an experience, (2) making inferefroas that experience, and (3) taking action.

The significant note in Kreber's critical refleatidramework is its attention to the dynamic of asptions,
conventional or general assumptions and persondlyidualistic assumptions. Following the thougift
Mezirow, Kreber holds that critical reflection ithé practice of critical questioning of validityagins” (p.327).

Kreber identifies critical reflection in the expenice of compassion; she agrees with a key aspeuy dhesis,
“compassion can be learned,” although she puts ghiticular learning in the context of “becoming nemo
critically reflective” (p.332).

5.2 Signs of Kreber’s critical reflection framework

Discovery of critical reflection is not a centradaj of my research. Therefore, it is a periphé&slie in the
analysis of the responses by the research panisipaAdditionally, since the questionnaires did address
critical reflection directly, the analysis in ttgection is, as indicated before in section 5.1ethas a subjective
interpretation of the responses that the questiemareceived from the participants. Sometimest th
interpretation is organised in question form.

In the responses tdHomecoming

Expressing compassion for Halid, Participant Orsedluher feelings with his: she felt “uncertaintg atespair,”
emotions that affected Halid on his return fromwa. In her direct response to the question “Winatld you
be thinking? What would you do?” in Halid’'s positidParticipant One replies in a critical reflectiperspective
saying: He has a duty to his family and his commnyuaind | think if | were him, | would do my best fufill this
duty. | would like to think that | could deviseamy of meeting my own psychological needs whil® atseeting
the expectations placed upon me, but the situgtistrdoesn’t sound conducive to that.
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Participant Two expressed compassion for Halidfell very sad for Halid.” Speaking to what she Vebbe
thinking, and what she would do in Halid’s positiehe doubts that she would be comfortable withintage of
a war hero because that image would be overshadbytdt destruction and losses that the war invblve

Imagining himself in Halid’'s position, Participafthree, who was compassionate to Halid said “I would
probably not be able to do much more than cry atsiight of a town in ruins, of family and neighb®uvho
have deteriorated or lost loved ones.”

The response of Participant Four did not show agy sf critical reflection in line with Kerber’s dmework or
any framework. This was not surprising given Rgrtint Four’s statement, at the outset of his pigdtion, that
he was not open to a change of attitude towardsttasacters in the stories.

Participant Five, sympathising compassionately wi#lid, said “...when | realized that Halid was aetrwar
hero and he wasn't proud of it, | felt sad. | rgaize that there is cost for been a war hero fsie] Halid is
alone to pay it.” The thoughts that these commestitsulated is: ‘Participant Five might have assdrtiet all
war heroes are proud and experience only gains fhigsrstatus; Kreber style critical reflection tod&wn this
assumption and moved Participant to her compagsiosalidarity with Halid: “His loneliness made me
heartbroken. | would have done the same thingragdic].”

Participant Six was sympathetic towards Halid. sdems that Participant Five approached the stotty an
assumption that war is an event that produces nd:do..war has devastating effects; how worthless iwad
Her outlook that war has no beneficial or justifeabspect did not change after reading the story.

Participant Seven, who was compassionate to Halidl ‘8Vly attitude changed by reinforcement; my atl#
that we should avoid war became stronger.” Liketi€ipant Six, Participant Seven might have refieict
critically as in the Kreber critical reflection freework, and, in the light of Halid’s experienceeafivar, he saw
validation of his negative opinion of war.

In the responses tdOne Hundred Names for Love

In her compassionate feelings for the main charsciiane and Paul, Participant One said : “| ddmitk that
my attitude changed based on reading this stomaetxtout my mood definitely became lower....my awess
about such situations and the nuances relatinghtit weople experience when they encounter thesatisits
was augmented based on the reading.” Could ih&eRarticipant One’s awareness of the experiehstrake
patients and the impact of their sickness on tfaemily had created an assumption that for bothigmgtroke
was easily manageable?

Participant Two responded to a passage in the,stdrgre Diane opens up to a friend about her fatistn with

Paul’s infirmity. In one response, Participant Tjudges Diane: “| would not have quite as much masent

towards him though, that she seems to have. Foelsody that loves her husband, | find she doesiaa a lot
of compassion for him in his current situation.hefe is a sign of an assumption here: Participamt Jeems to
assume that the loving wife automatically has cossjmm for her sick husband.

Participant Three was compassionate towards DiadePaul’s struggle for Paul's rehabilitation. hist state,
he reflects on himself: “I guess | have never giaay thought to an experience like this one. Bipdit Four’'s
responses showed sympathy and empathy but no §igritioal reflection according to Kreber’s framesko
The emotion filled responses of Participant Fiveene@ compassionate discourse. Participant Fivenassihat
she did not have the strength and spirit to livihwmemory impairment disability as a patient onasmregiver to
such a patient. The story has changed her sadtas®nt.

The story of Diane and Paul versus a severe digahffected Participant Six. She said: “The filestlings were
ones of despair and negativity as | felt that etreng seemed like it was over. Looking at these dsoof
bleakness and courage, | interpret ParticipantsSifi'st Feelings” as the product of a worldview, which the
dominant assumption is that serious disabilitied diseases are catastrophic blows, with which meophnot
cope meaningfully. Expressing sympathy with Diand Paul, Participant Seven said “In the positibDiane,
my one thinking would be if | would have the strémtp take care of my husband for as long as nacgss

Conclusion

I look back over the intellectual journey of thesearch, and | consider its potential value. @eraonal note,
the summary has aroused my own interest in paaticig in works of compassion and social responsibilSo,
a journey which began as a mission to disclosenelebnd prove some knowledge or truth that othaght
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want has transformed my own attitude to life, mgkime more open to helping others. | hope the sumnmi
have the same impact on others who happen to tead i

In the beginning

My doubts about total reliance on social programiiated by politicians, and run by careerist goveent
bureaucrats to deal with economic and social problmade me consider individual social responsjhilih this
consideration, | reviewed literature on the timslesd universal value of compassion, a value thatha
world’s great religions respect. A large samplehait literature is in the Literature Review. Mamgportant is
what | learned from the responses of the parti¢gptnthe stories in the research activity thairducted.

The knowledge contribution of the research participnts
As analysed previously, the responses of the fyaaitits provided evidence that the stories inspihean with
feelings of compassion. In these responses, | feurminmmon thread consisting of expressions of ceripa.

One response, from Participant Four, was represeataf the whole community of participants: “Wheread
the text, | felt pity for the woman telling the sgd he wrote, responding t©ne Hundred Names For Lavéo
was one of the responses from Participant Fivéagontar time storfHomecoming“When | read the text, | felt
sad, sorrowful, sympathy, fear, courage, love aymkHor humanity.”

The spirited responses of all participants, mald &male, demonstrate that educators can use sttwie
stimulate independent thinking by students throngdginative critical reflection. Independent thimd through
critical reflection can protect students from thengerous delusion that the apparently awesome déagias
and ground breaking theories of the present era lawnished adverse social and economic conditidds.
critical reflection, a story likeDne Hundred Names For Lgvehows that pharmacological technologies and
complex surgeries are not the be all and end dikafth care, a critical points that Sacks (1998)@s, from his
profound physician’s experience with severely wadhdeurology patients:

...more important...is the establishment of properti@ta with the world, and-in particular- with
other human beings @ne other human being, for it is human relations whialry the possibilities

of proper being-in-the-world. Feeling the fullnexfsthe presence of the world depends on feeling
the fullness of anothgrersonas a person; reality is given to us by the realftpeople; our sense of
reality, of trust, of security, is critically depgent on a human relation. ginglegood relation is a
life-line in trouble, a pole star and compass ia tltean of trouble; and we see, again and again, in
the histories of these patients how a single m@fatan extricate them from trouble (p.272).

It is clear that Diane’s autobiography@ne Hundred Names For Lavand the fictional experiences of Halid in
Homecomingyave the participants some sense of the painflitiesahat affect human life in sickness and ia th
aftermath of war

Limitations of this study

The very small size of the sample and its socigiendc narrowness mean that the study’s findingsikshbe
received with much circumspection. Further studiesrequired to validate these findings. Addiiby) there
is need for a more longitudinal study to assessthneparticipants are demonstrating transformataening
through involvement in works of compassion and aoasponsibility, for example enroliment as vokars in
programs that provide services to needy and troubdesons.

The value of the thesis and inquiry experience

My wish is that this dissertation and its constitieesearch inquiry encourage educators in adultaibn
settings to include compassion among the virtueg gromote in adult education programs which adiadged
to civic and community responsibility on an indival voluntary basis. Thus, individuals would ehriteir
character with compassion in practice.

In this age of apparently awesome technologies] paists to develop individuals whose characteraigs the
virtue of compassion, individuals who will try t@ dhe good of compassion, in words and in actidhshould
not be overlooked that the positive dynamics ofltiternet, fast and close global communicationeieoample,
have not banished violence and war: in some casesl media for instance, they seem to be helpitgrs
engage in savage violence and war.
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Development of compassion can be a lifelong worknfiany people. For this reason, | argue that iegcind
learning compassion should have a place in AdulicBtion programs especially programs that incoreoeivic
education; these programs seem ideal for teachiddemrning compassion. Gastil (2004) says cidigcation
is as important for adults as for younger studémtsrder to strengthen civic engagement and precses$
democracy. Carcasson and Sprain (2012) opine“&dilt civic education is key to building capacifer
democracy (p.19).

Compassion should be one of the attitudes thatt adtut education encourages in order to improvétipal
participation and community service, because cosipasneans concern beyond concern for self; corigrass
means concern for humanity. Such concern can genactive political participation, community seei and
sincere social responsibility, all of which strémgt democracy and a just society. Therefore,ténagie that
Adult Education should include teaching and leagriompassion.
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