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Abstract 

This paper documents storytelling as a generative literacy process that two professors 

experienced in a summer poetry course. Each was to tell the other a story about their life, and 

then craft a poem that captured the story they were each told. We argue that this process of 

generating narrative that led to poetry, song and video, has practical applications for student 

learning at all levels and functions as a series of performative acts. Because of the decisions 

involved in choosing a story about the self and, thus, one’s identity, the student becomes aware 

of performativity; the listener’s need to create a response that resonates with that performative 

choice, the acts of listening and of converting one art form to another engages empathy and 

promotes creativity that our students as well as ourselves can use for self-expression, 

communication with others, and reflexivity about the performativity of identity.  

 

Keywords: Multimodal, literacy, pedagogy, poetry, storytelling, performativity, deep listening, 

identity 
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Embodying Performativity in Story-to-Poem Conversion 

 

How It All Started: A Poetry Workshop in the Summer 

 

 Literacy happens on many different levels, and perhaps the most powerful one arrives 

through story. This article discusses the impact of the dialogic in storytelling, and its transference 

into pedagogical practice that resulted from a serendipitous collaboration between professors 

 Maureen Hall and Catherine Hoyser. The two met through happenstance at a summer poetry 

workshop, never expecting that their meeting would lead to finding connections and 

interconnections between their research interests and teaching methodologies. Usually theory 

determines practice. Maureen and Catherine, however, realized that the creative interchange that 

they practiced in the summer poetry workshop, which led from storytelling to poem generation 

to song and movie animation, was also a practical exercise that embodied their pedagogical 

values and goals for generative literacy, reflexivity (Ryan, 2014a), and empathy development 

(Greene, 2007) in their students (and for themselves as educators). As Fecho and Amatucci 

(2008) point out, an elemental part of the English teachers’ work in the space of their classrooms 

is to highlight reading and the creation of text “as ways of making meaning, as processes through 

which we develop an existential sense of ourselves as actors in larger social worlds” (p. 7). As 

“actors” in this exchange, they become aware of the performativity in their choices. In addition, 

teachers must recognize, as facilitators of these dialogical interchanges, that they are promoting a 

sense of identity and positive self-value necessary to students’ cognitive and social development 

as part of their pedagogy. 

 In this summer workshop, the facilitator, Gabrielle instructed that participants pair up and 

listen to one another without taking notes. In pairs, each person would share something about 

themselves or something that they had seen. Based on that and from the active, deep listening, 
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the participants would then have 20 minutes to create a poem. For this, they could choose to 

write strictly about what they heard from the other person, or they could combine their own story 

with the other participant’s. The poem could take any form, even as a list. Perhaps most 

importantly, however, free expression, rhyme, or formal meter were not requirements. To 

effectively write this poem, it was stressed that being able to convey the tone, impact, and feeling 

from the storyteller was more important than the absolute accuracy of the facts involved. The 

workshop was to be in the spirit of deep listening, where each dialogue partner could focus on 

absorbing the overall significance of the other’s narrative—especially its emotional impact. 

Thus, Maureen and Catherine found their separate space and, without taking notes, listened to 

one another tell their stories. Immediately afterward each wrote their poem. Maureen wrote 

about the story Catherine told, and Catherine chose to combine their two stories.  

Reflexivity, Perceivability, and Dialogic Literacy 

 After hearing Maureen’s story, Catherine had insight into the polo community and of 

Maureen that she otherwise would never have experienced. In return, Maureen learned 

information about Hawaiian history that she would not have learned otherwise. In terms of new 

pedagogical understandings, the two realized they had created multimodal recontextualization of 

each other’s story that aligns with Langer’s (1950) “perceivability theory” and Archer’s (1995, 

2007) reflexivity theory. Langer’s “perceivability theory” asserts that art has the capability to 

“make perceivable or more perceivable to us aspects of our own experiences of the world around 

us” (Ryan, 2014a, p. 6). Hence, this dialogic exchange leading to creative texts requires deep 

listening and reflexivity, and through transformation leads to an enhanced understanding of 

ourselves and others. Similarly, Cope and Kalantzis (2009) argue that pedagogical approaches 

for multiliteracies consider all forms and modes of communication not as methods of 
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reproducing information, but rather as dynamically creating and transforming information. By 

extension, the process becomes a performative act because of the self-conscious awareness of the 

choices they make regarding what to reveal about themselves.  

 Furthermore, this process reinforces Archer’s (1995/2007) theory of reflexivity, which 

Ryan defines as being “useful to explain how powerful transformations can occur through such 

reflection, as we mediate our (personal) subjective conditions with the (normalized) objective 

conditions of the arts discipline and the social and cultural expectations of our world” (Ryan, 

2014a, p. 7). Ryan provides a graphic representation of the interrelation of reflection and 

reflexivity in the artistic process. 

 

Figure 1. Interrelated sites of reflection and reflexivity in becoming literate in and through the 

arts (from Ryan, 2014a) 

Ryan’s model applies to the individual and creativity; however, we argue that her reflexive 

dynamic can apply to creative interactions between individuals as well as their creative processes 

and artistic outcomes. From our vantage point, we could see Ryan’s expressivity, the creator in 

the moment, as their storyteller; and the expression as the symbolic capture of semblance, as the 

written creation (the poem, song, or animation) produced by the listener. Both symbolic capture 

and expressivity involve the process of the performative.  
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Developing Empathy: Knowing the Self and Connecting to Others 

As Waxler reminds us, one route to understanding ourselves and others involves telling 

stories and having others listen to our stories: 

Seeking to create a life story, we live in dialogical relation with ourselves and with 

others, with our stories and with the stories of others…We need story to contextualize our 

contingent experiences, and we need that imagined context to create and interpret the 

ongoing story of our “real lives.” (Waxler, 2014, pp. 8-9) 

There is nothing simple about constructing a story from one’s life. It is a complicated and 

intricate process of making meaning, but one that psychologists surmise as seemingly hardwired 

(Bruner, 1991). They argue that “We are born with a narrating mind” (McAdams 1993a, p. 28). 

In fact, McAdams further clarifies that stories instruct, telling us how to make sense of life— 

how to live (p. 31). To understand each other, we must know the story of an individual, and as 

we try to process someone’s behavior, we create stories that complete information that we lack. 

Therefore, sharing stories about ourselves helps others interact with us. New worlds of 

possibilities are opened up by literate behaviors, such as storytelling and making meaning of the 

journey of one’s own life and the lives of others (Heath, 1980). Further, this draws on Dewey’s 

(1916) ideas about reflection as seeds for growth in self-knowledge, and how storytelling can 

provide a “reconstruction” of experiences on a social plane, one that is more salient and life-

giving. As Lakoff and Johnson (1980/2003) reinforce, “The process of self-understanding is the 

continual development of new life stories for yourself” (p. 233).  

As a conduit for making meaning, human language significantly enriches human 

consciousness—it activates the “deep interior” of human memory and human identity, which is 

strikingly self-reflexive. As a result of engagement with language, human beings can perform an 
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action and also reflect on that action in sophisticated ways not available to other species. There is 

a self-reflective dynamic in humans’ use of language, which is also represented in the very 

texture of human language (Hall, O’Hare, Santavicca, & Jones, 2015). As Bickerton puts it: “The 

evidence from neurolinguistic research suggests…that what we are conscious of is what we are 

able to process linguistically” (Bickerton, 1992, p. 210). We agree with Bickerton that language 

inspires conscious reflection, as part of the ongoing human desire to learn.    

In fact, Lewis (2011) argues that “Story is central to human understanding—it makes life 

livable, because without a story, there is no identity, no self, no other” (p. 505). Dialogical 

transactions are crucial to understanding the self and others. We make decisions consciously and 

unconsciously about the performance of self that we want to share with the listener. Similarly, as 

Fecho and Amatucci assert, “they require us to simultaneously interpret the world around us and 

decide how that interpretation figures into our ongoing creation of self” (2008, p. 8). 

Similarly, in their research on integrated biographical storytelling with Latina middle 

school students, Daisey and Kampfer (2002) argue that students who construct stories about their 

lives begin to “understand that things can be other than they are, thus providing them with 

expanded possibilities and the ability to imagine new stories and endings for themselves” (p. 

581). These researchers underline why the storytelling is effective in that adolescents are already 

“busy trying to figure out the plot and theme of their own lives” (p. 581). In fact evidence 

suggests that even writing statements of values and goals has led to successful negotiating of 

life's challenges in at-risk children (Van Dyke & Elias, 2008). The sharing of narratives moves 

the individuals to a reflective and reflexive cognitive and creative level. It can lead, therefore, to 

an awareness of behavior they do that conforms to societal expectations or performativity of, for 

instance, gender, among other characteristics, rather than their actual nature. Storytelling, as part 
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of a pedagogical approach, holds promise for enlarging and defining middle school students’ 

sense of emerging identity. This may be especially true for adolescence, but the same ongoing 

process of identity formation also rings true for adults. Our sense of self is always changing and 

growing. Storytelling can be performative and literally generative—as stories in print are also the 

result of such work. 

Besides its contribution to identity formation, creating narrative(s) holds promise for 

generating empathy, compassion, and understanding between individuals and among groups. 

Gabriel and Connell (2010) found that co-creating stories in management learning helped teams 

understand each other as well as explore the boundaries and ethical difficulties of doing research 

(p. 508). While participants had to co-create stories, they had to practice deep reading and deep 

listening with one another and learn the parameters they each had in making ethical choices. 

Deep listening skills cultivated at a younger age can not only increase students’ generative 

literacy, but also prepares them for dialogic interaction, as it builds capacities for empathy and 

compassion. As Gabriel and Connell demonstrate, these qualities are necessary for their daily 

lives and future success as an adult.  

Collaborative Storytelling as Dialogic Literacy and Performativity 

 Rich (2010) cites Turner (1996), a cognitive researcher, and his description of the 

collaborative effort between storyteller and listener required for such interchanges to work, much 

like a text and reader function: “It’s not just speakers who make up a story as it goes along, but 

listeners to some extent do, too, by determining the gist, the central patterns, then filling in the 

meaning of the words that streaked by. Storytelling is a collaboration between listener and teller" 

(p. 134). With successful collaboration comes deep listening and empathy that result in the 

generative literacy of story, poem, and song. From a metacognitive and pedagogical stance, we 
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started to imagine new literacy practices they could try with the students in their own classrooms. 

The results in the form of a poem, which may be transposed into song or into a film, became a 

vision for a new manifestation of generative literacy, one where collaboration encourages 

multiple levels of understanding and multiple modes of meaning making. Multimodal literacy, as 

articulated by Walsh (2010), “refers to meaning-making that occurs through reading, viewing, 

understanding, responding to and producing and interacting with multimedia and digital texts. It 

may include oral and gestural modes of talking, listening and dramatizing as well as writing, 

designing and producing such texts” (p. 213). The performativity of this exercise moves beyond 

the mode of storytelling as performance to critical self-awareness and creative processing in 

response to the assignment. 

There are many ways to conceptualize how storytelling is a kind of generative literacy.  

The theoretical framework and assumptions grow from the field of ethnography (Bakhtin, 1986; 

Hymes, 1964/1994). Echoing some of Bakhtin’s (1986) ideas, English educator Fecho (2011) 

insists that we need to “conceive of literacy classrooms as generative sites for learning” (p. 12). 

He worries that the literacy classroom increasingly becomes a place where endless testing pushes 

teachers and students to a kind of one-dimensional thinking that only characterizes through the 

lens of a deficit model. As a possible alternative or preventative solution, Fecho (2011) 

advocates for pedagogy that establishes a “dialogical stance” in the literacy classroom, one that 

helps to reverse the trends for deficit-model thinking. Fecho highlights that a “dialogical stance” 

between and among teachers and students celebrates the kinds of understanding(s) students have 

when they arrive in the space of the classroom. This stance “acknowledges that students have 

lives and experiences of worth, and that they transfer that expertise to explorations and 
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discussions” (p. 13); it furthermore identifies, privileges, strengthens, and stretches the literacy 

skills that students already bring with them.   

Likewise, our work with storytelling and generative literacy activities illustrates a 

dialogical stance, as storytelling itself is situated and interwoven in the interactive and dialogic 

relationships people have with each other. Perry (2008), in her work with the Lost Boys of the 

Sudan, argues “What people do with languages and literacies is patterned by social relationships 

as well as by cultural values, beliefs, attitudes, and identities” (p. 321). As Butler (1988) asserts, 

our identity is a performance of behaviors most often constituted by society. Storytelling is a way 

to infuse and find purposeful meaning in one’s life because of the conscious effort the process 

demands as the storyteller decides what is the narrative of their life worth telling. This choosing 

becomes a deliberate act. Ochs and Capps (2001) characterize a personal narrative or story as “a 

way of using language or another symbolic system to imbue life events with a temporal and 

logical order, to demystify them and establish coherence across past, present, and as yet 

unrealized experience” (p. 2).  

Deep Listening as Performativity 

A central part of performativity involves focused listening. Like the anthropologists and 

psychologists that we cited above claim, contemplative teachers agree that part of being human 

involves both creating and listening to stories. At the intersection where contemplative practice 

and literacy meet, we find literacy practices including deep reading (Birkerts, 1998), and deep 

writing. All of these practices are characterized by present moment learning. We might refer to 

these intersections as “mindful literacy” (Hall et al., 2015). Deep reading and writing cannot 

occur without deep listening, and by necessity, these processes involve decisions that include the 
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performativity of their self and their reactions to others’ performance of self. Drawing on 

Goffman’s work (1959), human interaction is central to any kind of performance. 

 Deep listening itself is a practice. Although humans hear even before they are born, 

listening takes cultivation. In fact, “Deep listening is a way of hearing in which we are fully 

present with what is happening in the moment without trying to control it or judge it” (Barbezat 

and Bush, 2014, p. 137). This withholding of judgment is essential. During deep listening, 

“students witness their thoughts and emotions while maintaining focused attention…[deep 

listening] trains them to pay full attention to the sound of the words, while abandoning such 

habits as planning their next statement or interrupting the speaker” (p. 138). Deep listening is 

anything but passive. It requires openness and receptivity, both of which are important not just 

for gaining knowledge but for cultivating insight and wisdom. 

The deep listening in our work and in this exercise demands and promotes the connection 

of individuals across boundaries. Pollock (2010) asserts that “Teaching has increasingly become 

a matter of facilitating relationships with world teachers, community scholars, people who are 

experts on their own histories and engaging students in the deep, often dark arts of really 

listening to them” (p. 464). The “deep, often dark arts of really listening” become part of a 

student’s habit when they have activities that expect them to engage with each other in new ways 

rather than as classmates or playmates. If practiced enough, the deep listening that they use in the 

storytelling to poetry to song exercise may become an automatic response to people when they 

interact with them. They also may begin asking people to tell them stories when they meet them 

as a means of getting to know and understand someone that they do not know, especially if the 

person is from another environment or culture than they inhabit. Such understanding was the 
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result of our dialogic encounter in the poetry workshop. Both of us learned about worlds we had 

never encountered because of the stories we shared. 

Storytelling as Embodied and Performative Literacy 

The creative acts of reading and writing require a quiet, divergent, and playful imagining 

of reality. Such an imagining emerges only when participants are fully present, focused, and free 

from distractions. Knowledge comes through embodied participation in the process of making, 

and nothing can replace one’s actual experience of this singular creative process. In the broadest 

terms, the dynamic of deep reading can be described in the following way: it is a dialectic of the 

self and the other, of the familiar and the unfamiliar, and it is an embodied experience that, when 

done well, also gives the reader context and direction beyond the act of reading. Deep reading 

and deep listening embody the act of performativity via the conscious decisions a student makes 

regarding the essence of another based on the story they have heard and the creating of another 

art form in recognition of the other person’s narrative. 

Application for Classroom Practice 

In classroom practice, if students have difficulty deciding what story to tell, McAdams 

(2006b) (http://www.prenhall.com/divisions/bp/app/thompson_ob/html/ch02open.html1) has a 

list of questions that elicit narratives about particular times in a person’s life such as a first 

memory, significant memory of elementary school, or turning point. StoryCorps, a project of 

National Public Radio, also lists questions to use in interviews (http://storycorps.org/great-

questions/2). They may inspire workshop participants, but they may limit the storyteller in 

choosing their narrative to share by being too prescriptive. Additionally, the openness of the 

exercise fosters empowerment because the storyteller chooses the narrative that they feel is 

worth sharing rather than their teacher dictating to them what is valuable about their experience. 

Moreover, the dialogic interchange promotes empathy, compassion, creativity, and generative 

http://www.prenhall.com/divisions/bp/app/thompson_ob/html/ch02open.html
http://storycorps.org/great-questions/
http://storycorps.org/great-questions/
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literacy. For the results of the professors’ exchange of stories and transformations of them into 

poetry, poem, and movie, see Appendices C and D. For the stories that were told, see 

Appendices A and B. 

Story to Poem to Song 

 The next step in the exercise is to encourage students to examine their poems for possible 

song lyrics. Are there passages that can be transformed into the structural meter of a song? Lines 

or phrases that can be a refrain?   

After Maureen created the poem, she shared it with her fiancé Daniel, who plays the 

guitar and the mandolin. Without any prompting, Daniel created a melody and rhythm for a song 

using the poem as lyrics. Daniel plays other people’s music, and he also writes his own songs 

with original melodies and lyrics. Maureen and Daniel continued to practice this song together, 

made a recording, and shared it with Catherine. She loved it and shared it with Seeti in Hawaii. 

Seeti was also delighted that parts of her story and the historical information she had shared with 

Maureen had now morphed into a poem and a song. 

Transferring the poem into song involves learning about traditional song format and 

principles of composition, appealing to students who may thrive on the aural learning method. 

This exercise could be expanded into animated poems with the aid of YouTube editing and 

Creative Commons, as Stortz and Arnold (2015) demonstrated in their workshop at a national 

literacy conference. Perhaps there is an image in a poem that merits repeating. The usual song or 

ballad form has quatrains, or four-line stanzas, that rhyme every other line. Providing examples 

of traditional ballads may inspire students as they consider the form to their song. Modern songs 

often skip the rhyme. The chorus or refrain repeats after each quatrain or stanza. Songwriters, 

like poets, play with the formula and may change one or two words in the chorus as the word 
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develops significance beyond the literal. Maureen’s song captures the poignancy of Moses’s 

early death and suggests mystery in her chorus by the repetition of her question. To see and listen 

to an animation of Maureen’s song that Catherine created, go to http://youtu.be/cIaRIck3cZk3. 

The creative process of animating Maureen’s song develops another layer requiring empathy and 

reflexivity necessary to decide what images to associate with the poem/song in the movie. 

Further Implications of this Storytelling and Dialogic Work 

Learning deep listening, and transferring that ability into generative literacy through the 

dialogic process, develops critical learning skills and validates a student’s sense of identity.  

Making students aware of the usually unconscious behaviors they engage in because of social 

expectations and pressures moves students into a self-reflexive state recognizing their 

performativity and empowering them to choose their behaviors. Having another person write 

about their story gives value and recognition to students’ lives and experiences. This exercise 

increases the ability to empathize with another person’s life as well as one’s own life. 

Storytelling, as a generative literacy approach, calls us, “into the interior of ourselves, unlike the 

digital social networks that flatten out the self in the name of speed and leave little room for 

empathy or self-reflection” (Waxler & Hall, 2011, p. 168). In an era where people rush from 

digital device to device with no time to focus on listening, and when people feel disenfranchised 

from society, lacking empathy and compassion for one another, this dialogue exercise has the 

power to move students into positive social interaction, to shape identity, while simultaneously 

improving the practical abilities of deep listening, dialogic engagement, and literacy. Students 

must be self-reflexive about the choices they make when they decide what self they will perform 

in their story sharing. When students do the writing prompt, they embark on an adventure in 

https://na01.safelinks.protection.outlook.com/?url=http%3A%2F%2Fyoutu.be%2FcIaRIck3cZk&data=02%7C01%7Ctjolly1%40student.gsu.edu%7Cee117f3b4e8642f55de308d4902453d4%7C704d822c358a47849a1649e20b75f941%7C0%7C0%7C636291933075323708&sdata=mYVTd%2Fc1vttGX%2BS%2FtCdjvOzUltz%2B0lymB2d9%2B0eT4Eo%3D&reserved=0
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exploring another person’s world that they otherwise would not know. We hope that others share 

their stories with us as they embark on this exercise in their own classrooms and lives. 
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Appendix A: Catherine’s Story—“Murder Mystery in Paradise” 

 I have been conducting an oral history with a missionary descendent who lives on Maui, 

up in the volcanic hills of the island. Instead of telling a story specifically about me, I decided to 

tell Maureen about an incident that occurred when I was at the end of a long day of interviewing.  

The woman, Seeti is her nickname, was telling me and my colleagues about the time she went to 

the royal mausoleum on O’ahu where the Hawaiian royals are entombed. Seeti believes that the 

cruel treatment of near starvation and beatings that her ancestor did to the royal children under 

his care as director of the chiefs’ children school exacerbated the early deaths of several royal 

children. She suspects, however, that the death of Moses at age 19 was not due to measles, but 

due to poisoning. Moses was especially rebellious and in line to become monarch. The American 

entrepreneurs in the Hawaiian Islands did not want a difficult to manage monarch on the 

Hawaiian throne. The school was in Honolulu on the island of O’ahu.   

 Seeti was visiting the mausoleum to see the actual paperwork recorded of Moses’ death 

rather than rely on the newspaper versions. A torrential thunderstorm erupted as she entered the 

grounds of the cemetery and a wizened Hawaiian woman answered the door to the crypt offices, 

enhancing the suspense of her visit. As Seeti was sharing her description of this visit, the skies 

opened up over the mountain where we were and a deluge pounded on the roof of the house. She 

and her partner encouraged us to quickly shut off the computers and get down the mountain 

before the power failed and the roads washed out. We did just that. The storm hit only that 

mountain, did wash out the roads, and did knock out the power lines. As soon as we reached sea 

level, the sun was shining and the roads were dry. The coincidence seemed to message that the 

story Seeti was sharing was touching on secrets that made the gods angry, or the ancestors upset. 

Perhaps Moses was murdered after all, and Seeti should not be telling the story because it 

discredits her ancestors, or Seeti should be telling the story. When she does, the Hawaiian spirits 
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become angry once again at the injustice and let nature signal that wrath. Maybe the storm is a 

thank you to Seeti for telling the truth. 
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Appendix B: Maureen’s Story: “Mopolo moves towards becoming Nomopolo” 

 The story I shared with Catherine was a personal experience I had when I was playing 

polo in Pennsylvania a few summers ago. (I feel as though I need to add a caveat here that I 

was—one  of the few, the proud—middle -class polo players.) So, the story goes like this: I had 

parked my polo rig in the shade at the top of the hill at the polo grounds. I had four horses to play 

that day—two of which I owned and two I was leasing that summer. It was one of August’s 

typical hot and humid days, the kind that was common in the Brandywine Valley of 

Pennsylvania. 

 Just after I had parked my truck and trailer in a good spot, a woman (who shall remain 

nameless) pulled up in her polo rig. She was a horse veterinarian with an attitude and a sense of 

entitlement. She said to me, “Mo, you are going to have to move your truck and trailer out of that 

spot as I have more horses than you and require more shade.” I cannot remember exactly what I 

said in response, but it was something like this: “You’ve got to be kidding me! Are you serious?”  

She said she was serious. I just could not believe she was asking me to move my truck and trailer 

(as if there were assigned spots—some kind of hierarchical or caste-based system of a sort). 

Reluctantly, I agreed to move. I can’t remember if my horses were already tied to the trailer—or  

if I had to re-load them into the trailer for the move. In my head, I guess I must have schemed to 

ride her off hard (called bumping or checking in polo) in the game—some kind of revenge in an 

acceptable way that I could deliver to her after the parking incident ended and the actual polo-

playing began. 

 As it turns out, I moved my truck and trailer and horses right next to—let’s call her, 

“entitled not-so-nice horse vet’s” truck and trailer, she and her horses getting the additional 

“shade” that she insisted was required. Not very far into the polo game that day I came back to 

my trailer to give my groom one horse and get a fresh one for the next chukker. When I got to 
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the trailer, my groom Laura told me that one of “entitled not-so-nice horse vet’s” horses had gone 

over backwards and landed on my cooler. The horse was fine, and I went to look at the cooler.  

Usually you don’t see the “insides” of a cooler, but the insulation was visible and the whole 

cooler was crushed. When the game was over, I went over to “entitled not-so-nice horse vet” and 

told her that her horse had landed on my cooler. She said, “Don’t worry—I will get you a new 

cooler.”   

 A few days later at the next polo practice, “entitled” brought me a new cooler, one that 

had wheels. Here’s what she said as she gave me the cooler: “I really wanted to give you my old 

cooler—as this one is really nice and has wheels.” “Entitled" is a shiny example of the underbelly 

of a sport that I loved. I should say, just to qualify, that I knew many other very nice people 

whom I enjoyed playing the sport with—and also enjoyed their company. 
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Appendix C 

Catherine’s Poem Was an Amalgam or Combination of Two Stories 

Shades 

 

Four horses cool under the trees at the polo field. 

A thunder storm dumps torrents  

on the Hawaiian Royal Mausoleum. 

Six horses trump four 

who must move to the sun. 

A cause of death remains  

a story spirits want told. 

One horse falls over; 

crushes a cooler. 

One young prince dies 

a mystery. 

A better cooler, a grudge replacement. 

A stolen kingdom, never returned. 
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Appendix D 

Maureen's Poem was only about Catherine’s Story 

Moses and the Rainstorm 

 

 

At the ripe age of nineteen 

Why did Moses leave his body? 

At the ripe age of nineteen 

No more Maui sunshine, sand, and surf 

 

Missionaries pushing their God 

Harm the children 

Moses was one 

 

Is God inside us or outside us? 

Moses probably asked himself  

Before leaving his body 

 

At the ripe age of nineteen 

Why did Moses leave his body? 

At the ripe age of nineteen 

No more Maui sunshine, sand, and surf 

 

Decades later, Seeti, a haole, takes me to the graveyard 
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A sudden burst of rain on clear calm January day 

Moses tries to answer in rainy syllables 

 

At the ripe age of nineteen 

Why did Moses leave his body? 

At the ripe age of nineteen 

No more Maui sunshine, sand, and surf 
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