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Abstract of Dissertaion
Portraying the Genred Self:
An Autoethnographic Account
of Six Characters in Search of a Teaching Identity

This study researched my teaching identity. The study included alcritic
exploration of the multiple personal and professional selves and the roles thaythiay
formation of my teaching self. Researching my teaching identity througlrectirgg
knowledge of my multiple selves and the relationships among them enabled me to better
understand my teaching identity at this moment in time and to develop a more complex
framework for understanding my developing teaching identity over time.

This research is presented as a performance autoethnographic mutgjedse
Using performance autoethnography and representing my findings througblenulti
genres provided a more layered picture of my teaching identity: the comlalgaied
story of where it came from and what it is now. Multigenre writing was usedit@de
the six characters—daughter, writer, wife, teacher, mother, and researcaer—t
comprise my teaching identity. Additionally, a one-act play was agepteting the six
characters on stage.

Story grounded this research and how it is presented. My life and my teaching
identity are entwined; to understand one | have to understand both. Through story, | have
come to better know myself and see my life in new and different ways. Thisctesea
used writing as a method of inquiry. Writing is a sense-making act; throutymgyti
gained insight into the formation and nature of my multiple selves and my teacher
identity and how it optimized student thinking and learning.
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This study suggests the importance of reflective writing in teachers’sgrofel
lives. Also, this study suggests that teachers are not one self but masyirséee
classroom. The evidence supported by this study suggests | must be explicit wit
students about the power struggles | am experiencing. This research madegnee
a few aspects of my teaching identity that | want to change. This stagytefiching
identity has awakened me to the need to involve students in determining which characters
are connected to specific actions and words. This study suggests that stadents
explore their multiple characters because they themselves are notrsingified
identities, but like me, possess multiple characters. Lastly, this studdesavi
multiplicity of possibilities for methodological approaches using perfaoma

autoethnography and multigenre writing.
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Chapter I: Introduction

The most fundamental mode of communication is telling stories.
Ken Macrorie, 1988, p. 98
Research Overview

The purpose of this study was to research my teaching identity. Central to this
research was the critical exploration of the multiple personal and prafakselves and
the roles they play in the formation of my teaching self. Researching niyrtgac
identity through constructing knowledge of my multiple selves and the relaenshi
among them enabled me to better understand my teaching identity at this monmeat in t
and to develop a more complex framework for understanding my developing teaching
identity over time.

Key to this research was writing as a method of inquiry. Through writing, |
gained insight into the formation and nature of my multiple selves and my teacher
identity and how it optimized student thinking and learning. This research is presented a
a performance autoethnographic multigenred study. Using performawonethaography
and representing my findings through multiple genres provides a more laydted pic
my teaching identity: the complexly layered story of where it came &mdnwhat it is

now.

Statement of the Problem
Understanding one’s teaching identity is the central problem addressed by this
study. Knowledge of self or selves and the ways in which self or selves arergpde

1



to students is essential to the practice of teaching. Teachers shoulichiycaivare of
their teaching identity to better understand their work with students. Teatloeld see
themselves how students see them so that they understand the ways in whiah they ar
representing themselves to the students in classrooms. Additionally, knowledge of

teaching identity allows teachers to better understand themselvdsweanadrk.

Personal Context of the Problem

Wanting to understand my teaching identity came from my desire to better
understand my positioning within my classroom. After 13 years of teachwamtéd to
gain a better understanding of myself as well as my practice. | havetspdéandt
13 years teaching middle school English at three schools within one district. dée thr
schools have distinct cultures between staff and students. At the first two sehends|
taught, the populations were extremely diverse. At the school where | teachlgurrent
there is less diversity. Each school has provided unique requirements for mygeachin
and brought me into contact with different student needs.

| have come to question my teaching identity and the selves | portray in the
classroom. How do | present myself through my practice? For a given mément,
continually try to frame and reframe my understanding of where | am and wiiere m
practice is situated. Where am I? How did | get here? Reflection and veffiieng
potential ways for me to get answers. Throughout my life, writing has frousy
greater understandings. Reflecting on my teaching has enabled mertoddtstand

what | am doing: the curriculum | am creating in the space of my classrdaken



together, reflection, writing, and reflective writing have the power to help ake sense
of my teaching identity.

Understanding my teaching identity has implications for the learning that take
place within my classroom. Understanding myself will enable me to betterstartk
my work with students. In addition, the relationships with students within my @tassr
and adults outside my classroom have implications for the selves | present; power and
power relations are a significant component of both my teaching identity and ity abil
to understand my teaching identity at this point in time.

Other educators who teach kindergarteners through graduate students have found
themselves in similar positions, wanting to understand their practice and dssiodm
identities, and have written about their experiences (Kohl, 1967; Lather, 1991; Miller
1990; Tompkins, 1996). My search is linked to the work of these educators.

As the first few days in his classroom unfolded, Kohl (1967) began to understand
the import of his decisions:

It would have been most just to react in thirty-six different ways to the #ikty-

different children, but there was no way for me to be the most just at that moment.

| had to react intuitively and immediately, as anyone in a classroom mueste T

IS never time to plot every tactic. A child’s responses are unpredictablepthose

groups of children even more so, unless through being brutalized and bullied they

are made predictable. When a teacher claims he knows exactly whaappén

in his class, exactly how the children will behave and function, he is eithgr lyin

or brutal. (p. 24)

Kohl recognized that his identity was defined with each decision he made. Kohl

attempted to make sense of what was happening in his classroom as it unfolded; he tri

to be aware of each moment and how each moment contributed to his teaching identity.



Tompkins (1996) examined her teaching self and the influences her past had on
the person she was in the classroom:
| did not set out to change my views; experience changed them for me. Some
alterations in the way | taught led to greater self-consciousness aboutwesat
doing in the classroom. This prompted me to look into my own past as a student,
to relive the school days of my childhood. As | experimented more boldly in my
teaching, and delved further into the past, my inner life began to be transformed.
Remembering the past was not, as | had originally thought, just an attempt to see
how | had been molded as a teacher by the teachers who had molded me; it was
an exploratory mission into the depths of my formation as a person, and it put me
in touch for the first time with the founding experiences of my life. It helped me

to discover what kind of person | had become as a result of those early school
experiences, and even more, who | had been before they worked their will on me.

(p. xvi)

Examining her past experiences helped Tompkins better understand herself andkher wo
within classrooms.

Miller (1990) argued for research that is personal and local. She acknowledged
the importance of understanding the “dimensions of our practice in our own voices and
within the spaces and situations that we encounter daily” (p. 66). Miller wanted to
reconnect theory and practice, teaching and research, what may now sepanats tea
from conducting research on their own practice.

Lather (1991) provided a model for conducting research in one’s own classroom.
She suggested not one voice, but rather a dialogue should emerge from the different
perspectives: “Turning the text into a display and interaction among pevsgeatid
presenting material rich enough to bear re-analysis in different wangsthe reader into
the analysis via a dispersive impulse which fragments univocal authority” (p. 91).

Lather’s ideas enable teachers to see the various roles they play irstiieaiaand



analyze them both separately and together to see how one role impacts anothigpeThis
and depth of analysis aligns with how to better understand one’s teaching identity.

These educators are representative of the kinds of work that exists on examining
teaching identity. Each provided a different model. Kohl connected his identity to the
decisions he made from moment to moment, reacting to the situations presented within
the classroom. Tompkins connected identity to experience and the ways in which her
past experiences impacted her present classroom self. Miller connectedtisrtiole
her environment, examining the ways in which her environment helped to create her
teaching identity. Lather connected her identity to the various roles shecdenéitiin
the classroom and the discourse that takes place between these roles. Tlaseseduc
uncovered the multiple layers that are present for them as educators—the multiple
dimensions that exist simultaneously as they present themselves in ¢fessroo

A rich and detailed research basis could help teachers and teacher educators
understand the importance of knowledge of teaching identity. Additionally, a framework
should be created to allow teachers to pursue a better understanding of theigteac
identities. Through deep analysis in writing, teachers may begin to understand their
teaching identities and the ways in which those identities are reprkgetheir
classrooms.

| have come to understand that teachers are not one person but rather many selves
reflecting the various roles they play both inside and outside classrooms. Thgse role

involve the culture of their classrooms, schools, and lives. The relationships and



negotiations of power within those roles are critical to understanding thearmléke
larger culture and context.

Teachers display not one, unified style, but many; teachers have plural personal
identities that come to interact on the stages of their classrooms. Theselpersona
identities reside in the tensions between the socially acceptable rolesidefitteem
and their central core beliefs that may dictate alternate roles. érsanhy be forced to
choose between beliefs and situations. Context is critical to this deciskimgma
process. Teachers are aware of both authenticity and camouflage in how they@hoose t
represent themselves.

Pirandello provides an example of these plural personal identities from a
theoretical point of view in his playix Characters in Search of an Auti{@©21/1995)
wherein he acknowledged that each person is really many persons, nvasy sel

... each one of us believes himself to be a single person. But it's not true ....

Each of us is many persons .... Many persons ... according to all the possibilities

of being that there are within us .... With some people we are one person .... With

others we are somebody quite different .... And all the time we are under the
illusion of always being one and the same person for everybody .... We believe
that we are always this one person in whatever it is we may be doing. But it's not

true! It's not true! (p. 27)

If this is so, teachers operate in many spaces, both personal and professionalsdrhe per
who | am in those spaces is different; | am not one self but several selves.kiRokssof
arguments resonate for me; they explain how | may take on differentmaldterent

situations, from minute to minute within my classroom. Pirandello provides a strong

example from a theatrical point of view.



In each situation an individual enters, he or she is different. Pirandellcsassert
are different persons in different situations; the person is constantly glaiftthchanging
in each situation. As time passes, the number of roles, the number of selves, increases
When | came to teaching 13 years ago, | had fewer selves. Now, | have personal and
professional selves of a daughter, writer, teacher, wife, researcherptrat.m

These six roles reside within two spheres: personal and professional. The
personal sphere comes into the professional sphere; roles of daughter, wife,lard mot
impact the roles of teacher, writer, and researcher. Conversely, theipraksphere
impacts the personal, and teacher, writer, and researcher influence dawigbtand
mother. Each of my roles is distinct, yet they are all interconnected. ontp@exity of
the relationships and the impact each individual role has on the others can best be

represented by visual means.



Figure 1.

classroom,

personal professional

p daughter P

r writer u
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Figure 1 depicts the two places from which these characters emerge: the
personal/private and the professional/public. The personal or private sphereeis whe
daughter, wife, and mother come forward. The professional or public sphere is where
teacher, writer, and researcher come forward. These six chamteene for the drama
that takes place within the classroom. These characters did not originate,diuinc
rather over time. To represent the order in which they arrived, they ackvighin the
classroom from daughter to mother; daughter came first and mother camenkasix T
characters enter my classroom from different sides to represent thatseypaces from
which they originate and to which they connect, yet they join together within the
classroom. The two arrows represent the wings of a stage where thretechanrac

waiting on one side—and three on the other—to make their entrances as dictated by m



teaching identity at a given moment in time. Some or all of the six may $enpreithin

the classroom at one time. Within the classroom, these six characters an¢ gmelson
display for the public—the students and staff in my building—to see. Figure 1 rdpresen
the different roles in their primary locations as well as the timing of th@wal some
characters are much older than others, but all are on stage at times.

These multiple roles create multiple perspectives. These multiple sélers
confront each other and suggest the complexities that reside within the rich and
dimensioned nature of teaching. Each self impacts the others. All are presenéto s
degree in every situation | enter, in every place | inhabit. When | am inasgrabm, |
am some of all of these six selves; situations dictate which selvesaemprEach self
partially defines my teaching identity in some way at any given momeimhe.

Context, interaction, and response impact which self or selves are more Vissinheg
improvisation, | respond to each situation combining and recombining my various selves
(Bateson, 1989).

The individual’s creativity and the organization’s standardization are ofte
conflicting; a teacher's identity is Hgposition between the extremes of creativity and
standardization at a given moment (Bateson, 1989). The particular position determines
which selves are present. | am constantly being pulled between the parsbtia
political. Structures of power and relationships among the characters indidataide
the classroom impact where | land. Where | land at any given moment deffilces w

selves are present. There are direct implications for curriculum based mositigning

! Although guidelines suggest the use of both matefamale pronouns for gender neutrality, | am a
female researcher whose research focuses on wonamdess Therefore, | have chosen to use female
pronouns throughout this dissertation.

9



within the classroom. | am constantly oscillating between these polesatiesoB

(1989) has identified; this movement creates a drama in which my roles change each day
The changing roles create tension, but knowledge and understanding are formed

from this tension. My understanding of my teaching identity is based on knowing which

roles are present and how they are working together. The tension between the sphere

the personal and the professional, helps to build both the tension and my understanding.

By analyzing which selves are present and in what ways they are prgsbetnselves, |

can better understand who | am at a given moment. An increased understanding and

knowledge of myself will positively impact my work in the classroom and my work at

home.

Political Context of the Problem

In the last decade, the politics of teaching have changed. Since the passage of No
Child Left Behind (NCLB), there has been an increased focus on standards, texting
accountability. NCLB and its accompanying mandated testing have created
contradictions within school districts. The atmosphere created by NCLB hasdocus
attention on testing; a school’s success is measured by its passing rateslardezed
tests. This atmosphere may impact teaching identity; teachers rhayttreal
pressures that do not align with what they believe about how learning should take place
in their classrooms. For example, teachers who identify with social juséigdeel at
odds with standards and testing. Teachers who believe that education has the power to

transform and liberate embraced the notion of education as empowerment and see their

10



role of teacher as the person who could help students see the realities of culture and the
freedom that could be gained through awareness (Freire, 1970).

The district where this research takes place continues to emphasize kestgrac
and values teacher individuality: the district allows teachers to be craatoel as
consumers of curricula. Although there are district and state standards, riberdigts
on concepts such as best practices to guide what teachers do with students.

The superintendent affirms teachers’ work by saying that teachers should
continue to do what they have been doing. However, district initiatives includeyraisin
achievement for black and Hispanic students, and achievement is measured through
standardized testing. Schools are focused on data-driven instruction. Valued data is
guantitative; meetings focus on data from the previous year’'s Standardsmhbea
(SOL) testing. The disaggregated data is presented for staff to revietv sutli-groups
did not make Annual Yearly Progress (AYP).

Within the school where this research takes place, students who failed or were
close to failing an SOL test are placed on the watch list. Teachers airedeq keep
records of the ways in which they provide extra support for students on the watch list.
Remediation funding is available for teachers who want to run programs after &chool
work with students on the watch list. The principal meets with teams regalaeyiéw
this list and find out what actions teachers have taken to work with those students during
and after the school day. Parents are involved, too; they are asked to agree tarhave the

students stay after school for remediation.

11



Increasingly, students have become aware that testing is not connected to them
individually, but rather, it is connected to the school as a whole. Subsequently, students
are not anxious about testing and its impact on them. Without a direct impact on them,
students are not concerned with the tests or interested in staying afterfschool
remediation. Parents have also become aware that testing has no impacttiom rete
Yet, teachers are still expected to analyze testing data and looky®tavansure all
students are successful on standardized assessments.

As things have changed culturally and politically since | began teaching, things
have changed personally as well. When | started teaching, | was nodmansias
engaged, planning a wedding, but teaching was my focus. Thirteen yearsdate
married and have a 6-year-old daughter. This has meant | have assumedalddigs
of wife and mother. In addition, | went back to school to pursue my doctorate; this added
the role of researcher as well. These roles have added complexity to my itespests
my life as well as my work with students. Understanding my teaching iglerat#
simpler when | began to teach because the number of selves was fewer;fashasgy i
gained a richness with marriage and motherhood, it has also gained a contipéxit
impacts my teaching identity. The additional roles create conflicts and opipies
within the personal and professional spheres as my different selves are. present
Certainly, these additional roles impact my teaching identity, and definmgannected

to these additional roles.

12



Purpose and Research Questions

To better understand themselves and their work, teachers must find ways to
explore their teaching identities. Writing is one means of criticabiyréming teaching
identity. Through written reflection, teachers can come to understand the ensitipés
they are bringing to classrooms and presenting to students. One way of unlilegsta
themselves is by telling a story:

| am coming to understand that the telling of a story, however it occurs, is part of

the living of a life and that to shut a story down is to shut down, as well, the life of

which it tells and from which it flows. (Neumann, 1997, p. 108)

Thus, the understanding comes through the telling, through the writing. The
understanding also comes from the way the writing is presented—the ghio@se as |
analyze and attempt to understand my teaching identity.

Working towards understanding these selves—the context, interaction, and
response—at a given moment in time allowed me to explore and define my teaching
identity. An understanding of and a definition for my teaching identity will contritoute
student thinking and learning.

The primary research question for this study is, What is the nature of rhintpac

identity at this moment in timeRelated subsidiary questions are:

1. What relational roles do my multiple personal and professional selves

play in the formation of my teaching identity?

2. How do these selves become manifest in the classroom?
3. How can writing help me understand the nature of my teaching
identity?

13



4, How can the nature of this data be usefully represented?

Statement of Potential Significance

This study is significant for several reasons. First, knowledge of teadeinity
is critical to teachers for the work they do in classrooms. Teachers need toanmtlerst
their identity to better engage with students and the curriculum. An understanding of
teaching identity may impact student thinking and learning. Recognizingnteegiy
moment in a classroom, teachers are showing themselves to students, teachiers ne
understand the complexity of those selves and how they interact to form an identity.
Specifically, teachers need a framework for how to understand their teachitijedet
a given moment in time.

Second, this study is significant to any teachers who wants to better understand
herself. This study provides one example of how to better understand one’s teaching
identity and the selves that play roles in constructing that identity. Tedstpegsonal;
teachers need to understand themselves and the identities they reveal to. sftalents
understand the complexity of teaching identity, teachers need to define andanmtterst
their roles as well as the context, interaction, and impact that takes plaiceav
classroom. This study provides one way for teachers to look at themselves and their
work to increase their understandings. This study provides one path to Greene’s (1995)
notion of wide-awakeness, an increased awareness of self and selves. Throngh writi

teachers can see themselves.
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Third, this study is significant because it provides a model for how to understand
teaching identity. Through the writing presented here, teachers will havded ta use
that might help them reflect about the complexities of their craft. The waykich this
study uses writing can provide a framework for others to define their teachimigiéde
at a given moment in time.

Fourth, this study is significant to me because it is my story; it is thecdtany
life and my teaching life up until now. It is an attempt to understand, to csticall
analyze, and to become aware of myself as a daughter, writer, teacheresefircher,
and mother. Defining my past and present will allow me to better understandamhat |
doing in my classroom at this moment in time. If teachers’ knowledge abohinigac
derives from their own lives, examining our lives is critical to understandingraatice
(Neumann and Peterson, 1997).

Fifth, this study is significant to teacher educators who faciliteteteation of
teaching identities and are also enmeshed in the production of teaching glentitie
Students who are learning to become teachers must explore and define who they are t
understand the teachers they want to be, the classrooms they want to create, and the
teaching identities they want to share in their classrooms. Reflectioargingd are
components of any strong teacher preparation program. This study can help teacher
educators in the ways in which they support students in understanding themselves and
their teaching identities.

In its broadest sense, this study is a story—a story from which teaolers a

teacher educators can learn by reading. Because it is a story, ittis Ade text, it is a
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study that can benefit anyone in the same way that we each learn somethigyr
texts with which we engage. Self and research are linked; the study ofifmaixll
relationships constitute research (Neumann and Peterson, 1997). Research isla persona
experience because the researcher is analyzing herself, her past antd press is
something that cannot be uniquely objective; the researcher is using autobiographica
methods to explore her teaching identity as well as providing a framewarthfs to
do the same.

As an autoethnography, this study is a critical analysis and reflectied baghe
researcher’s experiences, past and present. This methodology reflatiftitng nature
of these long-held systems of belief. A multigenre format makes thosyavgth
elements of fiction and non-fiction intended to best depict the story of my salvesya
teaching identity. Other teachers can use this same methodology tdlyeteaine
themselves. Through various genres, teachers can make sense of who they are, the
multiple roles they play, and their teaching identities. Chapter VI isewré$s a script
and can be performed. Scripts provide readers a unique experience, whether read or
performed. As a performance, this research allows the audience to interact and
experience the research in different ways than reading alone. The sapiestnted in
script form, one of the genres present, allow readers the opportunity to do more than
read—to become players and assume roles to better understand the culture presented i
this research. Through the experience, the audience can connect in deeper and differ

ways than reading alone.
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Sixth, this research may hold significance for students as well. Knowdédge
self, including knowledge of teaching identity, impacts a teacher’s work iclds=sroom.

This knowledge will impact her practice and work with students. Researchaugsthe
power to change what practitioners do and impact students’ lives; research abiducte
teachers’ classrooms will enable them to better understand their students.

Through this work, students will see me as a researcher. Students need to see the
writing that | do to better understand myself and my roles. Seeing my strutigle w
awaken students to the needs they may have to better understand themselves and their
positioning within classrooms and schools. Students may become aware of the world
around them and conscious of their position in that world; they can begin to understand
themselves and their identities alongside me. | want them to ask questions and look for
answers; | want them to learn how to learn. It is an ongoing process within my
classroom, but one whose goal is to demystify the world:

The crucial problem, | believe, is the problem of challenging what is taken for

granted and transmitted as taken-for-granted: ideas of hierarchy, ofatkeserv

deficits, of delayed gratification, and of mechanical time schemes imtengh

inner time. A new pedagogy is obviously required, one that will free persons to

understand the ways in which each of them reaches out from his or her location to

constitute a common continent, a common world. It might well be called a

democratic pedagogy, since, in several respects, the object is to empsoaspe

to enact democracy. To act upon democratic values, | believe, is to be responsive

to consciously incarnated principles of freedom, justice, and regard for others. If

individuals can take such principles unto themselves and make them manifest in
their confrontations with a concrete, iaterpretedreality, the way may be

opened fopraxis for bringing the world closer to heart’s desire. (Greene, 1978,

p. 71)

These beliefs are shaped by experience and respond to experienagepiigoiag

dialogue and the tensions enable changes, including changes in beliefts @elie
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critical influences on both thinking and practice. As part of examining the multi-
dimensioned nature of my teaching identity, | must examine my beliefseddyg my
research as an attempt to understand my practice and myself, | provide a model to
students for being aware of themselves and their identities. This model éhabids
identify the tensions and participate in a dialogue that will enable them ¢o bett
understand or change their beliefs.

The following elements will be discussed: (1) personal essay; (2) p{@xscial
construction of knowledge; and, (4) knowledge construction through writing. These
elements work together to represent the unique approach to this research. Both the
subject matter as well as the way in which | attempted to capture mygisnaina
understandings were complex, requiring an approach that combined these multiple

elements.

Theoretical Frameworks
Like identities, theoretical frameworks can be plural; a singular thealret
framework reduces rather than amplifies the complexity of issues at Phaey
frameworks that | use are multiple reflecting the multifacetedreaif my identity, the
multiple selves.
Research often appears distinct—something separate from work withtstude
classrooms. Research must be part of what teachers do; research iktbketeawhers
and takes place in classrooms and involves students. Teachers continue to seek out ways

to understand themselves and their work; this is the same way that teashers,
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researchers, should plan to conduct their research. Teachers need to view teeaaselve

researchers. Itis from this viewpoint that | enter research.

Personal essay.

Donmoyer (2001) suggested the researcher’s framework is really évarfimt the
research. Several purposes resonate for me, among them personal essay. The
fundamental questions for the personal essay purpose are: “What is thehexsear
personal, idiosyncratic interpretation of a situation; what unique and usefuingean
the researcher construct from a situation he or she has studied?” (Donmoyer, 2001,
p. 191). This purpose allows the researcher to look for greater understanding of a
particular situation. This rationale fits my desire to better understandautyger.
Personal essay acknowledges and even brings to the front my subjectivity. ratigenar
form this research takes aligns with my interest in story and paintinguaepior both
my audience and me.

Personal essay can take many forms; the narrative dramatic fgns aith my
interests. It is reader-friendly, tells a story, and has the abilitpthtreaders’ lives by
informing their experiences” (Nash, 2004, p. 28). The personal essay purpose can be
represented in portraiture (Lawrence-Lightfoot & Davis, 1997): the reseandates a
portrait that captures “the richness, complexity, and dimensionality of humarmegxge
in social and cultural context, conveying the perspectives of the people who are
negotiating those experiences” (p. 3). The inclusion of description with aesthetic

expression appeals to me because it enables me to provide both my readers eodd,me a
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complex, and dimensioned portrait of teaching identity (Lawrence-Lighffaaavis,

1997).

Praxis.

Praxis is another purpose that is applicable for me. My goal is one of praxis
because | hope my research will engage other teachers in conducting research
(Donmoyer, 2001). Donmoyer’s (2001) questions for the praxis purpose are: “How can
we simultaneously learn about and change educators, educational organizations, or both?
How can we make advocacy for change part of our research design rather lgn mer
something that occurs after a study is completed?” (p. 191). Part of my goal is to
persuade teachers to conduct research, see themselves as reseatichedstheir voices
to the discourse. My writing may serve as a guide to empower teachers;tb loaie
them out of their classrooms to write about themselves and share their writantheiise
may find themselves in certain situations that occur outside their classrotives a
bottom of the hierarchy; teachers may believe they have the least autfeirpgyform
important work and are at the top of the hierarchy within their classrooms. Teaahe
reorder themselves by adding their voices to the discourse.

Miller (1990) applies praxis to teaching as it involves both “reflection amohact
as a form of inquiry” (p. 13). Both autobiographical and self-reflexive methods are par
of praxis; the researcher, the researched, and the research prolfessatse risk—a
willingness to change. Miller’'s booKreating Spaces and Finding Voi¢cgesovided a

model for teacher collaboration and empowerment. A group of classroom teachers
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looked at each of their daily practices and themselves to better understapdattiee.
In better understanding themselves and the contexts of their work, they could make
changes. This research seeks to change the researcher as well. Bhireseayself,
my work addresses some of the same questions related to praxis that Mitlep 6
teacher addressed:
In what ways are the evolving studies of ourselves as teacher-ressarch
illustrative of both the particular and the generalizable in studies of teaching?
What meanings do our explorations have beyond the confines of our idiosyncratic
guestions and contexts? (p. 21)
Many have turned to Miller's work as a possible model for their own researdler’$i
work has enacted change in providing possibilities to teachers to be researchenact
change.
Praxis links to critical inquiry. In addition to making sense of thingscakit
inquiry attempts to change things (Bourdieu, 1977; Freire, 1970; Crotty, 1998). Similar
to Donmoyer’s notion of praxis, critical inquiry places the researcher ipasigon of
affecting change. The research will at once make sense of my cumiatiositvhile
attempting to assist me in changing the situation or moving along a continuurdgowar
changed practice. Additionally, my research might affect wider chaitggets other
practitioners to conduct their own research and share it with wider audiences.
Education can empower. As a result, education is the most important thing in the

life of any student. Change can occur through education (Freire, 1970). Statents

recognize the reproductive nature of our society and begin to work for charigmlsSc
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and teachers can empower students and make them aware of how society veorks; it i

through education that students can begin to see possibilities for leading diffe®nt |

Social construction of knowledge.

How we know what we know is rooted in constructionism: all knowledge, and
therefore all meaningful reality as such is contingent upon human practices, being
constructed in and out of interaction between human beings and their world, and
developed and transmitted within an essentially social coni@xbtty, 1998, p. 42).
Knowledge is constructed; experiences facilitate the construction. Senasevgocial
beings, knowledge is best created in social environs: for example, classrdom
teachers’ work is rooted in the social. Constructivist learning theory and sdineong, t
in particular, promote learning in context; learners make sense of newainaydmking
it with previously learned material and experiences (Dewey, 1938; Bruner, 1986).

Humans construct meaning and order their experiences (Bruner, 1986).
Experiences provide links to other texts and discussions within the classroom;
comparisons allow students to make more sense of their own experiences. Stadents le
when they are engaged in meaningful activity (Dewey, 1938). Students must be active
participants in the learning process; activity facilitates the construaf knowledge.

Having students make choices about what and how they will learn is intended to make
learning meaningful. If students have a voice in the classroom, they are kebyrédibe

engaged and feel empowered.
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Power and who has it and who does not are also key elements of what takes place
in a classroom and how that is reflected in teaching identities. Bourdieu andriitedr ¢
theorists seek to question everything. Questioning is crucial to understandingngsy thi
are the way they are. From the structure of education to the very structure of our
classrooms as closed spaces, power is relevant. Education is hierarodigadbnaen
may find themselves at the bottom of the hierarchy. Also, there are implicitotiomse
between economics and education. The roles of gender as related to the placement of
power are also a significant influence on understanding my roles and teaching.identit

Knowledge is socially constructed as we interact with our world and the people
around us. We encounter problems, and in solving them, we construct knowledge.
Habermas (1971) asserts that education is the act of communication; irtimjesaad
communicating with each other we learn from people and the world around us. Our
experiences form what we know; our roles, our selves, are a part of what determine
those experiences. Facilitating experiences and allowing students to enguahtems,
as Dewey suggests, is how students learn best. The belief that knowledge is eohstruct
impacts my research and the ways in which | examine and try to understand what

happens with learners in my classroom.

Knowledge construction through writing.
Knowledge construction takes place through dialogue, especially througtgwr
Language plays an important role in how we make sense of our world (Vygotsky, 1978).

Vygotsky's (1978) main idea was that human thinking comes through mediation of
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others. Classroom experiences with oral and written language have an impenron i
speech. Vygotsky's ideas about language have brought about studies linking the ways in
which teachers interact with students, and subsequently, the ways in which students
interact with texts. In the same way that students learn through writeegneld through
writing. Writing enabled me to make sense of what was happening in myolasat
specific moments in time. Writing also enabled me to look at my past and experience
and better understand them and the ways they impact my identity in the classtism at
moment in time. Vygotsky’'s zone of proximal development is connected to how
language allowed me to make sense of things. Through writing | was able téromove
current understandings of my teaching identity to richer understandings.

In addition to Vygotsky, Habermas (1971) has contributed to the importance of
language in classrooms. His belief that education is an act of communication puts a
strong emphasis on the ways in which teachers and students interact. Halsomas
links communication and democracy and gives teachers an important role in students’
moral development:

They would be communicative actors supporting the lifeworld of their various

communities, but they would also be partners and initiators of pragmatic, ethical,

and moral discourses in which the match of means to ends would be examined,
the ends and means of schooling would be questioned, and the assumptions of the

participants would be periodically challenged. (Coulter, 2001, p. 95)

Students understand their world and their position and the power relationships present
through language and writing (Freire, 1970). Students come to understand through
writing; students come to construct knowledge through writing: “wrisrtginking,

writing is analysis, writings indeed a seductive and tangled method of inquiry”
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(Richardson & St. Pierre, 2005, p. 967). For me, the same is true. | am able to make
sense of my teaching identity and the complexities of the various rolesdypitmough

language and writing.

Summary of Methodology

This study will be carried out using autoethnographic methods. Autoethnography
is defined by Ellis and Bochner (2000) as “autobiographies that self-consciousiyeexpl
the interplay of the introspective, personally engaged self with culturaitests
mediated through language, history, and ethnographic explanation” (p. 742).
Autoethnography is different from autobiography because there is a connectveemet
self and the outside world, the cultural. The benefits of autoethnography are: “(1) it
offers a research method friendly to researchers and readers; (2nitenbaltural
understanding of self and others; and (3) it has potential to transform self asdt@ther
motivate them to work toward cross-cultural coalition building” (Chang, 2008, p. 52).

My choice of autoethnography comes out of my need to understand my classroom
and myself. To me, the simplest definition of autoethnography is story; it looks at one
place at one time with one set of characters. Like ethnography, autoethnogaatkéy
to make the familiar strange. This is the researcher’s task when exginarself.
Conducting research on myself requires that | take nothing for grantetbéat
conscious of everything and work to explain each thing that happens. Thick description
is one way that autoethnographers can examine themselves deliberatelggstepgde

themselves and looking back to describe what they see (Geertz, 1977).
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This research is about understanding myself. Reading about women and
specifically about teachers’ lives has provided me with examples to follow and ha
shown me how critical my understanding of myself is to the work | do with students
(Neumann & Peterson, 1997; Bateson, 1989). Figuring out who | am is an ongoing
process. | must continue to actively engage with the work | am doing to better
understand it and be able to change it to make it more powerful. Like Hankins (2003), |
will use writing to construct, deconstruct, and reconstruct my practice. Thé ac
teaching is not enough; | must think systematically about my work to understand and
change it. It has been through reading ethnographies that | have comestizhagytas
a story (Lawrence-Lightfoot, 1985; Peshkin, 1986; Hankins, 2003). | want to add my
story so | may better understand myself and provide others with that stoeyl as &
framework to better understand themselves and their practice.

Data collection was extensive; | collected several types of data.s€@mf data
was artifacts: student work, student journals, lesson plans, teaching maaedals
anything else that helped to provide a picture of what takes place in nmpalassin
addition to the artifacts that relate to my teaching identity and teadhdhsee is
another set of artifacts that helps define my other selves. Biographieelsoaje
important for their unique ability to describe and define aspects of an individual.
Hoskins’ (1998) work with biographical objects in the field of anthropology shows that
people are defined as much in the things they have as in what they say or do. My

classroom itself served as a biographical object, such as its layout, thegitaoé
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desks, and what was written on the board. Also, my roles as a daughter, waker, tea
wife, researcher, and mother can be represented through biographical objects.

| did extensive journaling. Fieldnotes are most useful to the participant abserve
Since | was teaching while researching, it was unrealistic to take amthings
happened. | wrote each day for a period of time as soon as the school day was over. In
this way, | was able to record the day’s events as they transpired. Theskgotriea
were both a record on the events of the day as well as my reflections about those events
When moments or specific activities allow, | took field notes. For field notsgd the
zoom in-zoom out technique to capture events in my classroom and my teaching.identity
| incorporated excerpts from these journals and field notes into my findings.

| taped and transcribed entire days as well as individual class periods. The
transcriptions afforded me the opportunity to hear myself again without toetidistof
memory. | was able to directly analyze what | had said to students dicspernents in
time. The transcriptions of my spoken words allowed me an exact picture of @fhic
my selves were present at a given moment in time. The transcribed classesipiokide
data to analyze in ways that my written reflections alone could not. Reviewingttie w
| had spoken enabled me to identify the characters who were present andotisetliatt
had brought specific characters into the classroom at given moments in time.

Writing allowed me to uncover and understand the selves | portray and the
teaching identity that those selves create. Various writing actidhgaged me in
deeper exploration of my own identities and the ways in which those identities come

together and separate at different moments within my classroom. Writibéed me to
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capture the culture of my classroom and school to better understand my own place within
those cultures. Writing was a way for me to see and analyze. By creatmgfaplay,
my selves are revealed through a script. Like a play, the analysis oeadbar
performed so that the audience, the readers of this research, can inteeqiearahce
the findings.

| began to make sense of my data immediately; | did not wait until all data w
collected to analyze it. Using the constant comparative method, | coded my data. |
compared the different data—artifacts, transcripts, and writing—to look fiarpsit The
different types of data allowed me to create a richer, more complex, aadsiimed

picture of my teaching identity.

Definition of Key Terms
For the purposes of this research, the following terms (with the attached
definitions) apply:

Autoethnography Autoethnography is a research methodology that
studies the interaction and intersection of self,
culture, and society.

Genre Genre refers to any class, kind, or type. For this
research, genres are the various types of writing
completed during data collection and analysis.

Identity Identity refers to my teaching identity.
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Multigenre writing

Performance autoethnography

Reflection

Multigenre writing is the term associated with a
collection of writings done in various genres.
Together, the collection presents a story. The
various genres allow the author an alternative way
of presenting the story. For this research,
multigenre writing entails the various genres that
are present in writing exercises intended to
represent my teaching identity and various roles as
daughter, writer, teacher, wife, researcher, and
mother.

Performance autoethnography is a specific
methodology whose results are presented in the
form of a script that can be performed.

Reflection refers to analysis done on personal and
professional practices. Reflection is an important
component of teaching. Through reflection,
practitioners gain insight into their practice as well
as its successes and failures. Reflection refers to
instances through writing, conversation, thoughts,
and discourse where the researcher worked to better

understand her teaching identity.
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Writing Writing refers to any writing, writing exercise, or
writing activity in which | engage to better

understand my selves and my teaching identity.

Limitations and Assumptions

Due to the fact that this study researched my teaching identity, reswyitsanbe
generalizable to other teachers. However, the methods are replicable. This stud
personal; it is my story. However, in telling my story, there is much to be learngd. M
struggle to understand my teaching identity and myself is a struggle comneachers.
My telling can provide opportunities for teachers to reflect on themseha¢heir
teaching identities. Additionally, this study provides a method for teachers tiw use
begin to examine themselves and understand their own teaching identities. The
applicability is limited only to those who choose to read it. Whether it makesseader
think or go on to write about themselves and their stories, there is something iodae ga
in reading this study. Anyone who is a teacher, teacher educator, or person whogerf
as part of her work can benefit from my analysis and critical selfetifte

Conducting research in my classroom makes me both a teacher and researcher
Awareness must be present of my research context; everything | examsed wa
happening within my own classroom, a community | help to construct. As a resed, | tr
to be continually aware of my subjectivities. Peshkin (1988) suggests increased
monitoring of self throughout the research process for an enhanced awareness of my

subjectivities. |tried to be aware and acknowledge how it shaped the reseaeds proc
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and the outcomes. The answers | was seeking were based on what | knew atehe mom
“knowledge is always contextualized, part of quite specific relationshifisyes, and
situations” (Graham, 1991, p. 102). Cognizant of the contextualized nature of the
research, this research has the power to change my work and the work of other

practitioners.

Overview of Dissertation

This chapter provides an overview of this study. The purpose of this study is to
critically explore the personal and professional selves that form my tgadkimtity.
Chapter Il will review the literature surrounding teaching identitijecéve writing,
multigenre writing, autoethnography, and Pirandello’s @iexyCharacters in Search of
an Author Chapter Il explores the autoethnographic methods that | employed.
Specifically, | outline the process of critical self-reflection | utale. | review the way
in which writing is used as a method of inquiry and a reflective tool to better umdersta
my personal and professional selves and my teaching identity.

Pirandello (1921/1995) wrote:

Life is a continuous flow which we continually try to stop, to fix in concepts and

ideals. But inside ourselves ... the flow continues indistinctly, under the wire,
past the limits that we set when we formed consciousness and built a personality.

(p. 32)

| will describe and analyze this examination. Out of this comes a reformsugtef a
wide-awakeness that allows me to better see where | am situated anddroehbange

my situation through writing and analysis. The tensions are uncovered andlvivifie
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through the voices of the characters and the selves present within mgartasshich
encompass my teaching identity. Chapters IV and V include multigenre wainags
analyses. Chapter IV provides insight into my individual characters throsgytea of
multigenre writings. Chapter V provides end notes for the writing artifacsapter 1V.
Chapter VI is structured as a dramatic script. It is within and through timaticascript
that my six selves take the stage to talk, interact, and perform the tensions of
understanding the lived experience of my teaching self. It is within and through this
tension that some tentative understandings emerge about my teaching identity, th
multiple flows and layerings, often indistinct and under the wire, that are conginuall
shaping it. Chapter VIl reviews the conclusions that have emerged from the close
examination | have done of the six characters in the multigenre writingleasithe
script. Reading the multigenre artifacts and the performance of the @eates a

multilayered portrait of my teaching identity.
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Chapter IlI: Literature Review

Introduction

My primary focus in this literature review is to provide a foundation for this
research by uncovering the existing literature related to teachingyddnitially, |
present an overview of the growing body of literature related to teachintitydés
many definitions, and how narrative, social contexts impact teaching id&Sgitgnd, |
review representative examples of research related to beginningrteactigeaching
identity. Third, | review representative examples of research delatexperienced
teachers and teaching identity. Fourth, because this study is by a teathboat a
teacher, | review the representative literature related to teaheesearchers. Lastly, |
present a summary of the work of Luigi PirandeBox Characters in Search of an
Author, which provided the original structure for this research, to help readers who are
unfamiliar with his work.

These topics all connect to the research presented here, but they are atsofpiece
my story—my journey from high school student who read a Pirandello play to doctoral
student who sat in a presentation on integrating performance into research at the
American Education Research Association annual convention. My experiences have
brought me to this topic and methodology for my research; weaving together ibe stor
has made me understand, connect, and reflect on this particular moment in time and how

| arrived here.



Teaching ldentity

Teaching identity is complex; it involves personal, pedagogical, and political
factors. Teaching identity involves social contexts both inside and outside of schools
Teaching identity is not fixed, but fluid. Each experience a teacher has cahuterity
her teaching identity. Teachers can engage in narrative to exploreetuing
identities. The examination of past experiences and their present@atibles
teachers to begin to understand their teaching identity at this moment in tiise. T
understanding comes about through thought, reflection, and writing.

Much of the research on teaching identity is focused on preservice or beginning
teachers. Research examines the ways in which these teachers devetepdhieig
identities as they negotiate the learning and practicum experience®ofibgdeachers.
Additionally, there is significant research on methods for better understarduigrg
identity. Specifically, studies frequently examine narrative approashaslbas
connections to language as it relates to teaching identity. Additiortaliiyes often
examine discourse and context to understand the nature of the relationshipsthat exis
within the classroom and the power structures that reside there. Many dtaties t
examine teaching identity fail to define it. Those studies that defachitey identity

have conceptualized it in different ways.

Definitions of Teaching Identity
Hoffman-Kipp (2008) defines teacher identity “as the intersection of personal

pedagogical, and political participation and reflection within a larger sodiicpbl
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context” (p. 153). Teaching identity is at an intersection; it requires thieetetmcfully
understand how and where the various components intersect to influence her identity. In
some ways the personal, pedagogical, and political are separate, but thetyeimcpa

other so that there can be no true separation between them. Each one relies heavily on
the others for its stance.

Hoffman-Kipp argues that understanding context is critical to understanding
identity. Because identity is situated within contexts, identity shitts edntext. Also,
multiple contextual factors influence identity. Context itself impactstityebecause of
the alignment of that context with an individual’s beliefs. The context daer die
supportive or contradictory to an individual’'s beliefs. A teacher identity is mfkokby
the stance of the context. Teachers act in ways specific to their setlaigsl to how
supportive those settings are of their beliefs.

Hoffman-Kipp uses an autobiographical approach to better understand his own
teaching identity as a teacher educator and the ways he can better singpsiinot
defining their teaching identities. Additionally, Hoffman-Kipp suggestede range of
activities to use when helping others define their teaching identities.

James Gee (2000-2001) also connects identity to context. Gee believes that to
understand one’s identity within one context or discourse, we need to see other contexts
and discourses. For Gee, the teacher’s identity within the classroom is ood st
seeing the same identity in different situations. He suggests four waysvtmlerdity.

Gee’s structure for identity is based on issues of access, networks, andregser His

four ways of viewing identity are: nature-identity, institution-idgntitiscourse-identity,

35



and affinity-identity. Gee argues that identity is partly constructetidypetworks in
which an individual participates and the people with whom she comes into contact in
different social contexts. It is through contrast and comparison that idemtin be
understood.

Gee’s four ways of viewing identity are not distinct; they are connected in
complex ways. “They are four strands that may very well all be present and wove
together as a given person acts within a given context” (p. 101). The naturg id@sitit
forces as its power; the institution identity has authorities as its pdwedjgcourse
identity has dialogue as its power; and the affinity identity has pradids power.

Identity requires a social context; without others there is not an identitggergr Gee’s
perspective suggests that identities can be deeply personal in construction amdezan ce
one’s being for moments.

Gee’s ways of viewing identity apply directly to teaching identity. Tdhosl
serves as an authority where power is an important concern. Teaching idedfitiézily
related to the discourse in which teachers engage both inside and outside their
classrooms. Teaching identity is complex, but can be seen as a combination of the four
strands that Gee proposes.

Miller Marsh (2002) makes additional connections between power, discourse, and
teaching identity. Miller Marsh defines discourse as “framewarkthbught and action
that groups of individuals draw upon in order to speak and interact with one another in

meaningful ways” (p. 456). Within discourses, teachers are positioned; powerisranot
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important aspect of a teacher’s positioning. To understand one discourse, Mier Ma
argues that other contexts need to be understood as well.

Miller Marsh explicitly taught the concept of discourse to students in a child
development course as one way for them to better understand how discourse is connected
to teaching identity. Miller Marsh wanted the students to be able to view fronpleult
discourses to better understand how they were and could be positioning themselves in
classrooms; she wanted them to recognize that teaching identities shift atwursks
shift. For teachers to better understand themselves and their teachingeslahtty
need to understand the other “patterns of thinking, speaking, and acting” that exist or are
possible (Miller Marsh, 2002, p. 456).

These varied approaches to identity focus on different elements. All of these
notions deal in some way with language, discourse, and context. An awareness of these
artifacts is critical to understanding how to approach teaching identity and the

complexities that must be included in trying to define one’s teaching identity

Narrative and Teaching ldentity

In much the same way that the concept of teaching identity is not easily defined,
individual teaching identities are also not easily defined. It is difficult texipécit about
who we are because we are constantly changing; we always have to contepalstyit
present, and future. In defining our identity, we are telling stories about\as;sel
consequently presenting a narrative. According to Connelly and Clandinin (1998),

“Narrative is the story of how humans make meaning of experience by endéigsty
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and retelling stories about themselves that both refigure the past amdpengrise in the
future” (p. 24). Connelly and Clandinin (1988) believe it is particularly difficult for
teachers to know themselves because much of what teachers do is represented through
their practice.

Through narrative, we can begin to make meaning of our identities or try to know
them, but it is a process that never ends, as stories and memories do not have fixed
endings. Teachers’ stories negotiate the personal as well as theml|Ettaz-

Luwisch, 2002). The stories are personal because they are shaped byhibrésteac
knowledge and feelings, yet they are collective because they aenicgid by the school
setting. As teachers write their stories, they must mediate betweernlesTeachers
can begin to see how these two sets of influences may work together or be aittodds w
each other through narrative. Narrative inquiry may allow teachers to grtheycome

to better understand their teaching identities.

Bruner (2002) acknowledged the constant, changing nature of identitye"...
constantly construct and reconstruct ourselves to meet the needs of thensitwat
encounter, and we do so with the guidance of our memories of the past and our hopes and
fears for the future” (p. 64). We make choices about how to represent ourselves based on
situations. These representations take place in three ways: enactive,andnic
symbolic, or based in action, images, or language. Learning styles imgdaartea
impacted by these representations. Our learning styles impact ounmsdotihe

situations we encounter as well as the ways in which we make sense of thatsansit
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Identities are dimensioned; they are fluid, shifting entities that aréxeot f\We
carry with us all past experiences, and those experiences impact our prdeaat dn
each situation we enter, memories come forward to guide the ways aredanteract.

As the situation changes, so do the memories, actions, and interactions. Thetdiffere
modes we use to understand and represent are not discreet, but may overlap; they can
reside separately, partially, or wholly within each other.

Bruner’s narrative knowledge is tied to the process of identity construction
through language. New situations require new learning; learners lookdiatrel
categories and ways to connect new information to existing information. Although
language is mainly connected to identity, identity construction requiresisetnd
images as well if the learner is to progress to language. Language lteshand
explicates identity. Through the stories we tell others, we reveal vesgel them.

Through the writing we do for ourselves, we reveal our self to our self. Thaguug
share is impacted by our knowledge that it will be shared; audience impactsavhat
write and how we craft out stories. Context and audience impact the language we use

and the stories we tell.

Beginning Teachers and Teaching Identity

Beginning teachers start their careers with beliefs about teachinganthty.
These beliefs are a sizable set of factors determining their teadbmtgy. All of a
teacher’s experiences as a student have a strong impact on her teachr identi the

moment a future teacher enters a classroom as a 4- or 5-year-old cimfzthdts her

39



teaching identity (Clandinin, 1985). Additionally, Knowles (1992) mentions factohs suc
as family activities, childhood learning experiences, role models, and enfucksses as
having a strong impact on teaching identity. These factors are adisstioat help the
teacher construct her teaching identity.

Franzak (2002) conducted an interpretive case study of a student teacher,
Rebecca. Rebecca participated in a Critical Friends Group at the sitdrdehaship in
which she met regularly with a group of teachers with various levels of experie
Participating in this group helped Rebecca negotiate the influences Knowles (1992)
identifies as shaping her teaching identity: family activitieddbbiod learning
experiences, role models, and education classes. Franzak argues that tii@se mul
factors from experiences and beliefs impact the formation of a teachetyid®&scause
of the multiple factors, identity constantly shifts. The complexities involvedteaching
identity make defining it an ongoing process.

While teachers are trying to understand themselves, they continue to change.
Teachers reveal and create themselves simultaneously in classroonhss anocess
means their identities shift. In this study, Franzak found that participatihe iCritical
Friends Group helped Rebecca as her teaching identity shifted with her experiences
Participating in the group provided a different discourse for beginning tedohers
negotiate their developing teaching identities.

Mary McVee (2004) studied the use of teacher narratives within a teacher
preparation course. One of her research questions was, “What did narrative forms,

functions, content, and contexts reveal about the role of narrative and about what
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participants learned about identity, culture, literacy, and views ofrsa:lbtner?”
(p. 882). McVee’s study is practitioner research since she was both the ingifubtor
course and the researcher.

McVee’s students read a variety of biographical and autobiographical texts. F
this study, McVee focused on two students within the course. She noted that in retelling
narratives, students position themselves differently based on context. By the end of the
course, one of the students had told the same story six times. The last titndghe s
retold the story she was beginning to reflect on power and positioning.

McVee collected a wide range of data, including memos she wrote Vidmieipg
the course and narratives the students wrote during the course. McVee used multipl
methods of analysis: she wrote analytic memos to identify categoriesesmnesthshe
used sociolinguistic methods to analyze group interactions during oralivesraind she
identified case examples of their narratives. McVee found that narratlyeasnic and
reflects culture. The narratives provided her students with educative expsrikat
enabled them to learn about themselves and their emerging selves asteacher

Dennis Sumara and Rebecca Luce-Kapler (1996) studied the ways in which they
could assist preservice teachers in constructing their identities. Hosttiayr, Sumara
and Luce-Kapler created a bricolage with different fragments ofaigix different
positions. They hoped their text, “Stories of Teaching,” would allow students to confront
the competing identities they had—identities involving their own experiescasidents

in classrooms and now as student teachers.
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Students were asked to make and then write their personal connections with the
text. Having students write along with the text helped them make sense of gir thr
selves as preservice teachers: “pre-teaching” self, “fictivé'ggle learning, and
“lived” self with students. Sumara and Luce-Kapler suggest that beconeagleet can
entail “(un)becoming a teacher” by pushing aside past experiences thatfidovitht
what is taught in teacher education courses. In sharing student teachingnegse
students often relate that they are wearing a mask separatingetfseing identities from
their teacher identity. By acknowledging these different identities sowiding a way
for students to explicitly examine them, Sumara and Luce-Kapler’s stadiglps one
way for teacher educators to assist preservice teachers in consttieiirtgaching
identities.

Peter Smagorinsky, Leslie Susan Cook, Cynthia Moore, Alecia Jackson, and
Pamela Fry (2004) studied the potential conflicts that can occur related to thepoeye
teaching identity of a beginning teacher. Smagorinsky et al. studied Sharon theough h
student teaching experiences and into her first year of teaching. émigr¥ield notes
during classroom observations, and artifacts were coded. The reseasahdrgléntity
was closely tied to context. Sharon acted differently and created and presemaed uni
teaching identities within the three contexts. Sharon’s cooperating tezahied
Sharon to mimic her and she did, rather than attempt any experimentation acherge
In her first year of teaching, Sharon was able to experiment more in Henteathe
university provided yet another context for Sharon, and she responded differently there

The tensions Sharon felt within the different contexts were difficulttyehgthening.

42



Smagorinsky et al. found that Sharon’s student teaching experience did not allow
for experimentation, and she was frustrated. In her first year of tga&tiaron was
challenged in the environment in ways that enabled her to experiment and graw in he
teaching. Smagorinsky et al. found that environment has a significant impact oty.identi
Context impacts identity; Sharon’s identity changed in different situatiSngagorinsky
et al. argue that teacher preparation programs need to be aware of aodtthe
tensions it supplies to support students and beginning teachers as they formdhieig tea
identities in various contexts.

Brad Olsen (2008) found in his study a connection between prior experience and
developing teaching identities. Olsen was not expecting teachemssdas entry to be
the focus of the interviews, but each of the six teachers spent considerablelitigpddel
story about what brought her to teaching. Olsen found that the reasons teacheats entere
the field connected their past experiences with their early teachingieent®Ilsen
conducted two interviews, which were semi-structured and lasted one hour, with six
secondary English teachers. The teachers were in their first yeachfrtg. In addition
to interviews focused partly on personal history, he collected teachiragesitif

Olsen proposes specific ways teacher educators can help beginningsteacher
negotiate conflicts connected to their forming teaching identities. One attlvities he
proposes is “learning-and-teaching autobiographies” that could be revisitedl sieves
during the teacher preparation program. Olsen believes teaching identity ak/acehna

frame offers a way for researchers to better understand teachkepreset.

43



Anne Freese (2006) found in her study that teacher educators need todacilitat
students’ awareness of themselves and their forming teaching identigese’s two-
year study was a collaborative inquiry between herself, a teacher@dacat one of her
students, a preservice teacher. For Freese it was a self-study, agdrfph& student, it
was action research.

Freese gained insight into the experiences of preservice teachetswihic
inform her work as a teacher educator. Ryan’s reflections allowed him to understa
himself as a person as well as a teacher. Freese found that a vaedgctbn
techniques were helpful in allowing Ryan to better understand and construct his
developing teaching identity. Freese now has a better understanding of fliiexcom
process of learning to teach. Freese suggests that teacher educator$audédteo
similar processes by which their students can sort out the inconsistenciesrb#teir

beliefs and experiences.

Experienced Teachers and Teaching Identity

In their study, Janice Huber and Karen Whelan (1999) focused on the educative
possibilities of stories that teachers tell to better understand thdirtgadentities. This
study, a narrative inquiry, is presented as a case study of one experiacbed veho
engaged in storytelling with the researchers. Huber and Whelan found that teaching
identity is connected to context in which teachers work. Storytelling senatbasay
that the teacher, Naomi, was able to come to terms with the conflicts sheesgein

and out of school.
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Huber and Whelan found that narrative histories play a central role in teaching
identity. Additionally, they found that identity is changing based on the atmosphere of
the school and how closely the school is aligned with teacher beliefs specific to
curriculum and instruction. Naomi’s sharing served as an important process for
understanding herself and the power relations of her school. Telling her story and
sharing past experiences was educative.

Freema Elbaz-Luwisch (2002) explored in her study teaching identities within a
graduate course on autobiography and professional development. Elbaz-Luwisch used
writing, specifically writing workshop, to have the teachers explore tHeassand their
teaching. Writing allowed them to critically examine their practitenay seem
paradoxical that we come kearteachers’ voices by making thensible, transforming
them into written text” (p. 425). The teachers found writing and sharing tbagssto
be powerful; it allowed them to better understand their current positioning andrteach
identities, and also offered them change in their increased awarenesseafithdities.

Elbaz-Luwisch used phenomenological and narrative methods to analyze the
students’ writing. She found that autobiographical writing facilitated théeesic
understanding of what was important to them in their practice. The writing brought
awareness; the teachers became aware of how powerful writing was antelmgare of
emotions associated with experiences from their past. The teachersddetalt was
important to them about their practice in their writing. Creating a text mgltheir past
experiences and connecting them to their practice gave them a powerful way of

understanding themselvedVeé had the opportunity for the first time in our lives to
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confront, understand and study ourselves, what we were, what we are now and how we
got heré (p. 426). Writing and sharing their stories enabled these teachers to better
understand themselves and their work with students.

In their study, Susan Florio-Ruane and Linda Williams (2008) conducted
autobiographical and collaborative research about their paths to teaching-Rtlarie
and Williams found that understanding themselves was in many ways connected to
understanding others: “.this process of self discovery led us to the discovery of others”
(p. 9). Using Bateson’s (1989) notion of “life compositions” Florio-Ruane and Williams
began with their ancestors to examine what had brought them into teaching to better
understand their own reasons for becoming teachers. Their ancestors beeame cas
studies as they examined them using an anthropological approach. Florio-Ruane and
Williams found they could better understand themselves in the present by exathair
own past experiences as well as the experiences of relatives who had bkedsaching
profession.

Florio-Ruane and Williams noted the complexities involved in defining one’s
teaching identity:

We find that identity as a teacher is related to many social, culturdic@ipland

economic factors that we can see at play in the narrative life compositioed as w

as in accumulated social research. Women'’s roles in the family, kin netwarks, t

changing nature of work, the role of education in the lives of women and girls, the

role of racial ascription and racism in school and community, the economic

constraints on families and children, etc. contribute to the making of a life. How

one negotiates the boundaries, challenges, and opportunities is the matdeal of li

narratives and compositions that can enlighten and possibly instruct and/or
inspire. (p. 20)
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Teaching identity is in many ways a life history: the factors thatenited an individual
to become a teacher. Sifting through the past, Florio-Ruane and Williamsedami
specific experiences that brought them to teaching. The self-examinati@tl as the
sharing they did through conversations with each other helped them to define their
teaching identities as well as the assumptions that underlie those ideitige-Ruane
and Williams argue that the examination of the past will enable both experiemntted a
beginning teachers to better understand themselves and their teachingeglentiti

Lilia Monz6 and Robert Rueda (2003) conducted a study that also examined past
experiences and their connections with teaching identity. Monzé6 and Ruedd oaitri
an extended case study of a Latina paraeducator, Gloria, as part of atiadgeof
32 paraeducators and teachers. For the extended case study, Monzé and Rueda included
a life narrative. They asked Gloria about her childhood and schooling experiedces a
the knowledge she had gained from them as well as what impact those experidnces ha
on her actions as a paraeducator.

The life narrative allowed them to explore connections between Gloria’s
experiences and her beliefs about education: “An anthropological theory of teaursh
consider the multiple sociocultural experiences that interact to mediatertg practices
in specific settings” (p. 91). Monz6 and Rueda found that Gloria’s beliefs abounigachi
were connected to her experiences. Her experiences as a Mexicananmpigrided
Gloria with unique funds of knowledge from which she drew upon in her work with

students. Her experiences as a young schoolgirl influenced her teachiity.ident
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Teacher as Reader

In her study, Leigh Hall (2009) used book clubs to facilitate preservice teachers
identity development. This explanatory case study involved 58 preservice seiacaer
reading and language arts methods course. Data included questionnaires, students’
responses, discussions, and a written response paper. During the course, preservice
teachers read texts dealing with literacy instruction and met in book clubs tesdiseus
texts.

The use of the book club transformed teachers’ views of their purposes from
assisting students in learning reading skills to a broader notion of literacy myolvi
culturally responsive teaching, becoming an activist, and providing opportunities for
students to grow as readers and writers. However, the teachers belaved/ds
important to align themselves with the practices of the school even if this teaaling
in ways contrary to their beliefs.

Participants in the class had a choice of five books about how teachers’
backgrounds impacted their responses to students’ reading and writing. Thpgrdstic
met five times over a six-week period in the book clubs for discussion of the texts. The
small group discussions allowed the participants to learn from each otheewpbioring
the ideas presented in the text. In addition, the entire class discussed the dextwoée.

Teachers’ notions of literacy teaching shifted throughout the course of the book
club experience. Forty-three percent of teachers came to feel it wasampgorstand up
for their students. Angela stated the importance of being an activist viiéhsthool, “I

really see my job as being an activist for kids ... when something doesn’t help our
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students we have to stand up and say no and offer something that might help” (p. 308).
The book club changed the way the preservice teachers saw their roles within school and
the ways they intended to work with students.

In her study, Christianna Alger (2007) found that participating in literafuckes
centered around texts about the experience of being illiterate changealythawhich
the teachers would act towards future students. Alger asked middle and high school
preservice teachers in a course titled, “Teaching Reading in the Secookaoy’ $0
choose among texts for a book club. Alger provided six texts in three different genres:
two novels, two studies, and two narratives. Students participated in literatles fist
as secondary students would by taking on literature circle roles.

Two themes emerged in Alger’s study: content and commitment. Reading about
the experience of being illiterate allowed the preservice teacherake connections
between being literate and one’s role in society. This content knowledge fobtered t
second theme of commitment. Students stated that their new understandingsoyf liter
would inform their practice and they would be committed to act in ways connected to
notions of social justice. The teachers also connected their actions assteatthe
students’ seeking social justice. The participation in the literatule<ireading texts
dealing with being illiterate facilitated the ways in which the teecbeuld enact change
within their classrooms: “If | can help students be better readers andswiéen putting
the power to change in their hands. They will be the ones who can change their’lives

(p. 628).
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Teacher as Researcher

This research and methodology are grounded in the notion that teachers must be
researchers and must conduct research on themselves and their classrooness deach
research on themselves in a variety of ways. Teachers can affect chyomp their
classroom walls. To establish their authority, teachers must becomehesgaMuch
of what we do is isolated in our classrooms; teachers rarely share. Thgredas for
practitioner research that serve as examples of teachers who have gethnertto reject
the “carton of knowledge” presented to them and create their own curriculumg,(Mille
1990; Hankins, 2003; Hubbard & Power, 1999).

Research by teachers has gained voice (Zeichner & Noffke, 2001). My goal of
better understanding myself as well as my work with students has fallen ii@i¢igery
of practitioner research. Experiencing the National Board for Profet3ieaehing
Standards (NBPTS) certification process reinforced the need to reseavatrknyTwo
of the five core propositions align with teachers’ needs to research their work in
classrooms: “Teachers think systematically about their practice andiesn
experience,” and “Teachers are members of learning communities” (B|BRdated).

My research can provide an added model that offers another way for teachess to rai
their voices.

It is logical that teachers would be researchers because theiootassare places
where things happen differently under different circumstances that guesggons.
Cochran-Smith & Lytle (1993) focused on the logic of teacher researchchgea

research is concerned with the questions that arise from the lived expeoétezchers
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and the everyday life of teaching expressed in a language that emanatpsatboe”

(p. 59). Teacher research derives naturally from what happens in classroohes. Rat
than come from outside, teacher research comes from inside. For me, thiseswotiey t
research is powerful. Itis also why teachers have the potential to b@owaedul; they
can conduct research and share it with a larger audience.

As teacher research has become more common and gained support, it required a
focus on rigor. Previously, research on teaching has been done “on” or “to” geacher
rather than “by” them. Teacher research was a paradigmatic shyffinathe idea of
outsiders coming in classrooms to observe teaching and teachers. Teaareh feas
struggled to be recognized as rigorous. Because teacher researclizisdpitalan be
difficult for it to have a powerful voice in ongoing larger debates within education.
Because of its scale, teacher research can be marginalized. It is imfzorteathers to
share their research and add to larger debates in meaningful and respgsted wa

There is risk involved in teacher research. It is personal and has the ability to
change the status quo. @meating Spaces and Finding Voigd®90) Janet Miller
documents research conducted by teachers on themselves. A group of five teanbers al
with Miller became teacher-researchers to try and give voice to thédrimwolassrooms.

The teachers struggle with the controls imposed on them called the “carton of
knowledge.” Teacher-research lets teachers empower themselves arugb dlfieir own
responses to the prescriptions that can permeate their classrooms. Ntilepsof

teachers supported each other, enabling them to feel confident in eschewiragtthe “c
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of knowledge.” Miller’'s intent was to break down the distinction between ersear
and classroom teachers, allowing them to use reflection for action.

Rather than be given the “carton of knowledge,” teachers can becomehesgar
who are the makers of knowledge. Susan Wall (2004) conducted narrative research on
three teacher-researchers who “felt that their research was dflgbresfit to their
students because, in various ways, it allowed them new insights into what student-
centered teaching could mean in the context of workshop instruction” (p. 312). These
teachers changed their practice based on their research.

Understanding my work with students and myself is critical. According to hooks
(1994), “Progressive, holistic education, ‘engaged pedagogy’ ... means thatgeacher
must be actively committed to a process of self-actualization that prorheteswn
well-being if they are to teach in a manner that empowers students” (p. 1®arékes
that is personal is more meaningful. Teachers can gain more from what tine lthes
can learn and the stories of other teachers in similar contexts. Reseaccimisuous
part of human experience; | have always been asking questions and seeking. aAswers
| prepared for teaching, questions about what | would do and how | would do it sent me
to do research. In my own classroom, questions that have arisen from what | am doing
and how | am doing it have sent me in search of answers.

Teacher research is significant because of the connections betweelnadurwat
economics. Research is often conducted outside classrooms, resulting in new methods
being imposed on teachers. These outside methods can leave teachers unconnected to the

curriculum and their students. This disconnect within education and within the classroom
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helps reproduce, rather than reduce, difference. Education can be an agent for change
and a way to provide the best teaching to all students. Freire (1970) asseérted tha
education was the way to escape one’s current condition and the way thesegppadd

be empowered. Teachers can make students aware of their ability to madescina

their own lives as well as the lives of others.

Grumet (1988) focuses on voice and silence, and the ways in which individuals’
voices may be suppressed in certain situations. She reminds female teachers to be
cognizant of their voices. In certain contexts, women silence their voicasieGealls
on female teachers to speak up and remember the voice they have as members of a
professional community. By being researchers, teachers can be outspoken ab@ut wha
best for their students, including the curriculum their students need. Grugast ur
teachers to look for and answer the questions that no one asks. Women are often treated
as “other” and are marginalized. By conducting research, women can ch#flenge
hierarchies and power structures that exist within schools.

Teachers are researchers by the very nature of their work. Teadleets re
regularly on their practice. As questions arise from their practicddeaseek answers.

In the last several decades, teacher research has been legitimized. Theenlaas
expansion of the types and ways that research can be conducted. Teachers are
researching their work systematically and sharing their resukglettheir classrooms.
Teachers are uniquely situated to have powerful voices in what should be taking place in
classrooms. This research is about better understanding the complexities goié-multi

layered nature of my teaching identity. It is research best-suited foegssirch about
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me and by me. In sharing this research, | hope to continue to legitimize the voices of

teachers as researchers.

Six Characters in Search of an Author

| first encountered Luigi Pirandello’s play (1921/1995) my senior yeagim hi
school. | was struck by the uniqueness of the play; it was unlike any other dradcha | h
read or seen. Pirandello turned notions of staging upside down by creating a drama
within a drama, putting actors alongside character§ixdiCharacters in Search of an
Author, Pirandello literally and figuratively opens the curtains and the backdrop so the
audience can see the author at work. The play is about the staging of a pldyaasawel
group of characters searching for an author to finish their story. These two, dheups
actors and the characters, come together. When the play opens, the actoraimiagehe
and the characters arrive at the theater searching for an author. The eeotoes
intrigued with the characters’ story as they offer up a new potential daarttefactors
to perform: “Director: And where is the script? Father: It's inside of ys!14). In Act
One, the characters—the father, the mother, the stepdaughter, the son, the young boy, the
child, and Madame Pace —recount their story. In Act Two, the director decides to have
the characters perform their lives.

The play is about the family’s story as well as their larger search tolave t
story told or performed. In this sense, the play is both “frame and content” (Ragusa,
2008, p. 93) or “life and form” (Mazzaro, 1996, p. 504). On the one hand, the frame is

the unique narrative style that Pirandello employs to bring the story to the stagiee O
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other hand, the content is the story of a family that has known tragedy. Rather than
present the story itself as a novel or play with the characters as thechetzaiters,
Pirandello chose a unique way to present the story. By having actors and ckaracter
interact on stage, Pirandello presents another set of issues about for(Pésealfzi,
1997). The frame and content that are present are equally weighted in it¢hestise
reader of the play or an audience member at a performance is focused on both
components. The two share space and take dominant roles at various moments so the
audience is at once engrossed in the story while reminded of its staging.adéeae
audience is also concerned with whether or not these six characters.ais tieiala real
family or a group of fictional characters? Pirandello presents theatdrframework to
the reader and audience to struggle with throughout. In attending to the actors and
characters, the audience must change sides and shift roles to prevent themaselves
being fully engrossed in either life or form.

There are three elements to the play: the story of the charactersgtiierth
attempts at turning the characters’ story into a play; and Pirandello’s\iéergz éro,
1996). The reader or audience is left to sift through the three and determine which of the
three is dominant or if all three can co-exist. In this sense, the play is veinyamuc
experience in which the presumably live characters are seen on a stagaroMB296)
makes connections between Pirandello and John Dewey (1934). Mazzaro argues that the
experience that Pirandello hopes his audience will have is similar to Dedefinition
of an experience. For Dewey, experience occurs when life and form come tagethe

Pirandello’s play:
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Experience occurs continuously, because the interaction of live creature and
environing conditions is involved in the very process of living. Under conditions
of resistance and conflict, aspects of the self and the world that are intplicate
this interaction qualify experiences with emotions and ideas so that conscious
intent emerges. (Dewey, 1934, p. 35)
Pirandello’s play offers up a much different experience; the audiencebsthut
in front of and behind the scenes to experience the world of the author and playwright. In
a traditional staging, the actors are the characters on a stage, and theeasupends
belief to see the story unfold. In Pirandello’s play, the conflict is that ttheraze sees
both the content of the story and the form of the play.
Pirandello’s play seeks to highlight the binary of form and content (Barthes,
1994). The form and content are both apparent in Pirandello’s play as the characters
actors, and director interact on the stage for the audience. The content of tiersiory
left alone; the family’s story exists beside its need to have its stoshdéid and
performed. The characters seek an experience for themselves astivelbhadience.
The presentation of this research as a performance autoethnography breake the sa
binary; my teaching identity is revealed on stage by me as a seriesratters or roles.
Pirandello has the Director and Father debate whether it is a story oDiifector: But
all this is narrative, dear sirs ... Father: What do you mean ‘literatuta¥ i3 life, sir!
Passion” (p. 23).
This duality of the story and its presentation provides a framework for my work.
By separating out the individual roles, | can have them interact in sinals (o
Pirandello’s characters. Allowing them to be individuals and interact with onleeginot
allows me to better understand them as separate roles and better presenteadardo r
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of this research. In much the same way that Pirandello “uses immersion to draw
spectators into the liminal territory that separates a charactettiactor who plays

him or her,” | can present my roles to the reader or audience (Baumrin, 2001, p. 175).
Pirandello gives the characters life in the same way | separated outioysvales to
distinguish them from one another. Although | am one person, many roles form my
teaching identity. In the same way that Pirandello as an author alloweltkifaeters to
come to life, I have allowed my roles to separate and interact to better thefinselves

individually as well as collectively.

Summary

The review of the literature reveals that teaching identity is complextsand i
definition is linked to the ways in which it is being examined. Several studies do not
define teaching identity, but focus on the methodological approaches or the personal,
social, and political contexts of the teacher. Second, representative examptesaath
related to beginning teachers and teacher identity revealed that begimcingr seare
influenced by separate and potentially contradictory contexts of pastenqeeri
university experience, and internship experience. Third, representativplegamh
research related to experienced teachers and teacher identitgdedadlexamining
teacher identity served as one means of critically examining self ariccpraSeveral
studies of both beginning and experienced teachers focused on change; through an
awareness of their identities and the influences of the school, teachers cogjel ittear

practice. Studies related to reading, specifically having preseraickeis participate in
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book clubs, revealed that such opportunities can impact the ways in which teachers will
approach their practice. There were few studies on teaching identity@ericaced
teachers; most studies dealt with preservice and beginning teachers. Fourth, the
representative literature related to teachers as researcheakecethat there is a growing
body of research about teaching done by teachers. There is a growing boég@ires
using autobiographical and self-study methodologies. Lastly, a summary of #hefwor
Luigi Pirandello,Six Characters in Search of an Authbelped readers who are

unfamiliar with his work. What was surprising in the literature were timénmai
methodological models presented.

Teaching identity is complex and fluid. My teaching identity changes from
moment to moment and space to space. There are many different views omgteachin
identity and the ways in which it can be defined. The studies outlined here areigaggest
of the growing body of studies related to teacher identity. There is a greaf dea
emerging literature connected to teaching identity, but there is &gtarch related to
teaching identity of teachers who have been teaching for some time. Moss studi
dealing with teaching identity focus on preservice or beginning teachersti@ies
exist about teaching identity and experienced teachers. There is eveséagsh using
autoethnographic-based models, multigenre-based models, or performance-based mode
This study will contribute to the extant literature related to teachingitgdytfilling a
gap while simultaneously opening up new methodological perspectives through

multigenre-based and performance-based autoethnographic methods.
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Chapter Ill: Methodology and Research Design

The purpose of this research was to understand my teaching identity. | undertook
the research to better understand my multiple roles and selves present assnyoch.
Autoethnography, as a primary methodological approach in this research proesss] c
the ability to better understand my teaching identity and the complexity ofldse
present within my classroom at this point in time. Performance autoethnogilapigd
me to present my findings in a unique way: the audience for this research cae @uly b
audience since the script can be performed.

Notions of story, self, and culture offer insight into the selection of this pauticul
methodology. Autoethnography “is an autobiographical genre of writing andalesear
that displays multiple layers of consciousness” (Ellis, 2004, p. 37). Autoethnography
seeks to better understand the relationship between the person and her culture. For me,
this research sought to better understand myself within the classroom. The andtex
culture of the classroom are interconnected with my teaching identitye Ehan
intersection of the public and private within the school and the classroom. This
intersection is an important part of what | wanted to understand in identifying my
teaching identity at this particular moment in time (Chang, 2008).

This research explored the complexity of the selves and the culture throygh stor
This examination happened through writing; writing served both as a means of data
collection as well as data analysis. Writing, and in particular multigeritieg, allows
construction, deconstruction, and reconstruction. This research was conducted through
writing to better enable me to gather and understand data about culture alid These
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research is presented in ways that allow the reader better insight threugte tbof
various genres. Because | am trying to understand the roles | play witlclageoom,
multiple genres allow me to present those roles in different ways, detigéadi roles for
the audience of this research.

The primary research question for this study is, What is the nature of rhintgac

identity at this moment in timeRelated subsidiary questions are:

1. What relational roles do my multiple personal and professional selves play in
the formation of my teaching identity?

2. How do these selves become manifest in the classroom?

3. How can writing help me understand the nature of my teaching identity?

4. How can the nature of this data be usefully represented?

Ethnography

This research used autoethnographic methods. To better understand the choices |
made about methodology and what brought me to decide to represent my findings in as a
performance autoethnography, it is important to understand that the origins of
autoethnography came from ethnography. The process of selecting an appropriate
methodology was linked to selecting my research topic. Wanting to better understa
myself and my positioning in my classroom involves me; | needed to find methods that
would allow me to research myself and have my voice be present throughout the
research. Story has always been the foundation of my interests; | wanteseanch to

be a story. Therefore, | wanted a methodology closely connected to notionsest stor
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Ethnographic research interested me because of its stories: thelreddates of
people’s lives that could be told in specific ways.

Ethnography emerged from the world of anthropology, and autoethnography
emerged from it. Ethnography started by providing readers with snapshots to unknown
worlds like Mead’s (1961/2001) study of the Samoans. It began with remote cultares tha
were separate and distinct from our own. In this sense, ethnography was making the
strange familiar, providing readers with insight into worlds they knew nothing about:
impossible worlds. Ethnography is now used to look at our own world, focusing on the
culture of a particular place to make the familiar strange. Ethnogsajpmererse
themselves in a place for a period of time so that they can come to understanditbe cult
and relay it to others through their writing. The participant observer entdrslthend
through observations and recordings in the form of field notes, the researchsmgprit
what she has seen. Using methods such as Geertz’s (1977) thick description, the reade
sees the place, its people, and their customs.

Ethnography works to depict and explain culture. For example, in Shirley Bryce
Heath’s (1983) workyvays with Wordsshe spent years immersed in the cultures of two
communities: Roadville and Trackton. Although the two communities were similar
socioeconomically, their residents were of different races. Residem®fre
community were African-American, and residents from the other were White
African-American students were not performing well in school; they warmg literacy
difficulties. Heath’s research uncovered the ways in which the partiaitares of

these two communities impacted literacy development. The African-Aamestadents
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were having their unique literacy skills negated in schools. Once teacirersaca
understand the differences in the ways in which the students entered schools and the
distinct sets of literacy skills they possessed, the teachers couldla@apractice so

that students from both Roadville and Trackton could be successful.

Heath’s ethnography is a critical guide for me. Her extended period of time
immersed in the culture and the extensive data she collected allowed her toamadzrs
problem and offer solutions. She did all of this with great respect for both communities.
In the same way that Heath revealed the culture of the two places, | hopeat@arele
explain my teaching identity.

Because of the involvement of the researcher, a key element of ethnography i
awareness of subjectivity. The importance of subjectivity—both stating it and
understanding it—is clear in Alan Peshkin’s (1988) ethnograpbyg,s Choice
Peshkin, a Jewish professor, immersed himself in the culture of an evanghlistian
school. Allowed unrestricted access, Peshkin’s personal beliefs werg aleadds with
much of what he saw. Peshkin deals forthrightly with this topic. Readers are
immediately aware of his subjectivities and the ways in which he endeavored td look a
the school with an awareness of his own identity. Because Peshkin moved into the
community and lived there, his ethnography captures the life and culture of the school

Peshkin worked hard to keep his subjectivities in check and had other researchers
working with him so that they could compare what they were seeing. Peshkinocame t
appreciate the culture of the school, which was a culture distinct from his own. The

respect he gained for the Christian school and those involved in running it wakisgmet
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he documented in his work. He was straightforward about what he could not understand
or agree with philosophically, but he did come to appreciate the differences. This
research is about myself and takes place in my own classroom; there is mmalddit

layer of subjectivities acknowledged here. | have tried to be critical andrexpla
everything that | did and my reasoning behind it.

In Sarah Lawrence-Lightfoot’s (1985) woikhe Good High Schooshe provides
portraits of high-performing schools in various locations with different typesidést
populations. Lawrence-Lightfoot took extensive field notes at each site. She did
classroom observations. She sat in cafeterias and at football games. She donducte
interviews of school personnel. She includes vignettes of scenes that brirapre re
into the halls, classrooms, and cafeterias of each school. Lawrence-Lightfoat fooke
themes for each school and then across the schools so that she could make comparisons
and draw conclusions. Her portraits of the schools are detailed, providing a portrait of
each school. The reader can see the culture of each school.

Her level of description is a key element of what | hoped to provide; the amount
of description she included brought each portrait to life for the reader. Her method of
portraiture is designed to provide a picture of what is being examined. Usingti@scr
of both the physical world as well as what she sees beyond the physical warlente-
Lightfoot creates a living thing and portraits that come to life for readdnoudgh rich
description of what | saw around me and what | saw about myself, | hope to provide

readers with similarly drawn portraits.
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Karen Hale Hankins’ (2003) bodkeaching through the Storm: A Journal of
Hopewas a powerful ethnography that documented an entire year of her work with
students. Her work provides insight into every aspect of her classroom and her thork wi
students. She is explicit about the instructional choices she makes; sheedietbei
interactions she has with students and parents; and she provides the readetheith all
guestions she has and how she has tried to answer them. Hankins wrote constantly. She
journaled and then reviewed her journals and wrote more, trying to understand each thing
she had written. Writing almost continuously afforded her a deeper understanderg of
practice. She wrote about what she did, what it meant, and how she would do it the next
time. She went through a continuous process of construction, deconstruction, and

reconstruction, which is a critical component of what | want to do.

Ethnographic Connections

Several critical elements from the origins and development of ethnogragphy ar
critical to autoethnography. Similar to anthropological research, theydbiprovide the
audience with a portrait is critical; including rich, thick description wasrdgal to
presenting myself. Reading ethnographies provided me with a way into people’s lives
and the surrounding culture, a way | could see more clearly, and a way | could find
something to take away that might impact me.

Shirley Bryce Heath, Alan Peshkin, Sarah Lawrence-Lightfoot, and Karen Ha
Hankins are suggestive of the different kinds of ethnographies. Each one provided me

with ways to improve my own autoethnographic methods. From Heath's work, |
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recognize that ethnography seeks to depict and explain culture; thepotésy to

create and recreate my teaching identity are inextricably linkedticeuboth the

culture of my classroom and that outside it. From Peshkin, it was important to me to be
explicit about my subjectivities; | was the subject of the research haswble

researcher. | know that my viewpoint is unique and fleeting, and it is significarthis
awareness be present for myself and the audience. Lawrencesbitghffortraiture has
driven me to write detailed descriptions of what | see both outside and insidé. mysel
From Hankins, | recognized the importance of the process of construction,
deconstruction, and reconstruction. | know that | need to write what happened, explain
what happened, and then answer, “Now what?” The recursive nature of her process
allowed readers to see her entire school year and what happened to her and toezach of h

students and their parents during that year.

Autoethnography

The primary methodological approach for this research was autoethnography. As
a research methodology, autoethnography looks at the world from a specific peespecti
to “tell, teach, and put people in motion” (Jones, 2005, p. 763). Autoethnography
presents and opens discourse among author and readers. Because it is basesl on storie
autoethnography provides readers with the opportunity to become part of a shared, lived
experience presented by the researcher. In presenting the experieackets,the

researcher hopes to impact the reader in some way.
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Autoethnography provides insight into a specific moment in time, but an
awareness of change is present. The researcher is presentingrsgithet is constantly
changing in that stories are never fixed; through the process of writingsstbange as
the researcher moves between data collection and analysis. Autoethnographisae
moment, but it is a moment that is gone by the time the researcher has presented her
research to the reader:

Autoethnography works to hold self and culture together, albeit not in equilibrium

or stasis. Autoethnography writes a world in a state of flux and movement —

between story and context, writer and reader, crisis and denouement. It creates

charged moments of clarity, connection, and change. (Jones, 2005, p. 764)
Because this particular methodology enables the researcher to show and tell,
autoethnography is well suited for researching teaching identity and the gawlpke
that interact to form, shape, and mediate that identity.

The complexity of autoethnography means there are many definitions. Jones
(2005) provides a set of definitions that capture the multiple roles the researcher
undertakes, and she highlights the difference between autoethnography aedlistpry

Setting a scene, telling a story, weaving intricate connections anfemad art,

experience and theory, evocation and explanation ... and then letting go, hoping

for readers who will bring the same careful attention to your words in the tontex

of their own lives.

Making a text present. Demanding attention and participation. Implicating al
involved. Refusing closure or categorization.

Witnessing experience and testifying about power without foreclosure — of
pleasure, of difference, of efficacy.

Believing that words matter and writing toward the moment when the point of
creating autoethnographic texts is to change the world. (p. 765)
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In reading about my teaching identity, | hope readers may change oremay b
moved to change. The change may be simple: a recognition or connection to the story.
Readers may decide to analyze their own identities or think more cyitatzdut the roles
they play. Readers may ask others to go through a similar process; teacizors may
ask their students to define their teaching identities using similar wexergises.

Readers may complete the same or similar writing exercises to lnaderstand their
multiple selves. Autoethnography involves change and action; this methodology urges
readers to action.

Autoethnography consists of three axes: self, culture, and research process.
Although autoethnography is about understanding self, the self is dependent upon the
self-engaged and self-conscious world in which it is situated: “Autoethnograimgris v
their emphasis on the research process (graphy), on culture (ethno), and aigélf (a
(Ellis & Bochner, 2000, p. 740). At any given moment during the research, | wasdocat
at different points along the continuum of these three. Understanding self is due to
understanding others and the social contexts in which a person resides. For me, my
teaching identity is performed on the stage of my classroom and school, botatrised
and influenced by all the people with whom | have and continue to come into contact.
Therefore, an awareness of those people is critical to this methodology.

Autoethnography involves analysis from a sociocultural context; therefoersot
are involved. The social nature of teaching and the culture in which teachinglades
involve people. Although this research involved my teacher identity, this research

involved all the people who surround me. An awareness of my own position as well as
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that of the people around me was a critical piece of the analysis; my idemdity
positioning are relational, and those around me impact both. Because culture is group-
oriented, it involves all of the people with whom | have come into contact in my various

roles. Culture resides within me and outside me (Chang, 2008).

Performance Autoethnography

Performance.

Performances can be powerful learning experiences. A performans®iyg,a
and the performers are the characters in the story. Both change: the audibece
viewing and the performers in the performing. Performers and audience mendzags e
in meaningful discourse as the play is presented. This discourse has theambéilgage
and move viewers to action. In watching the performance, the audience is iamgpail
text to understand and make sense of it. Unlike reading a text, a performed tesdsinvol
more people. A performance is a unique text because its meaning changestwith eac
performance; it remains fluid. The discourse is specific to the parti@ilaf people
present; the experience is limited to the individual performance.

Because learning occurs through meaningful experiences, performances can be
one means of learning (Dewey, 1934). Interacting with texts can be meaningfiidear
experiences, but the text of a play is particularly powerful in its abilitpteecto life and
awaken the senses of the audience. Alexander (2005) supports performating lear
experiences: “students and audienoasie to know through doih¢p. 415). Both

performers and audience members are active in performance.
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Performance + autoethnography.

Terms associated with drama and performance are present throughout
descriptions of autoethnography in ways that make combining the two to crhsti@ct
methodology a natural progression. Because autoethnography asks the readerg¢o becom
part of the experience, performance is one way of presenting the reader with an
opportunity to participate in that experience. Performance is living and autoetiimpgra
is the same: an inquiry into an aspect of the researcher’s lived expertenbedded
within the notion of creating a play is bringing characters to life. Perfurena
autoethnography attempts to bring the research—the researcher—to life. For this
particular research, | have broken myself down into six characters whgltbriife

within the script.

Performance Autoethnography in Social Science Research

Performance autoethnography moves beyond the experience of a performance
aimed at entertainment to dialogue or discourse in which the audience is asked to
participate and take action. Using performance autoethnography in sogiakscie
research calls on notions of praxis (Freire, 1970); it engages the audience tdidake ac
for social reform. This work is based on the socially active work of Augusto Boal
(1979/1985), who replaced actors with audience members, asking the audience members

to provide solutions to the problems presented on stage, becoming “spect-actors.”
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Linda Park-Fuller (2003) has used performance to engage the audience in
participatory viewing. This participation makes the audience active memlibies of
performance; the audience becomes the basis for the performance. Rarls@ble to
invert traditional notions of who is on stage and where the stage is located when the
audience members become part of the performance. Audience membersidives a
stories become the basis for the performance. The active involvement of theeaudie
changes the possible outcomes of the performance and the experience of the audience.

Joni Jones (2002) includes the audience in productions of cultural formation.
Jones calls on the audience to participate in activities that form an individuléliec
such as eating, dancing, or putting on the clothing of the culture. The knowledge gained
by the audience is much different through its participation in the performance.

Anna Deavere Smith (1993) has depicted conflicts through performances.
Deavere Smith conducted interviews of individuals involved in situations and turned the
research into performances that illuminate aspects of the conflict. Usengire
research, Deavere Smith depicted the race relations connected to thenrasiband
rioting in Crown Heights, Brooklyn. The performance serves as criticakied praxis
in which the performance is intended to create a response in the audience through the
fictionalized accounts and voices of those involved.

Brooke Haycock creates documentary dramas based on extensive intentlews wi
students and educators to depict educational issues. Haycock calls hersdtraistac
and “examines the human dimensions of education policy and practice in her work”

(Robelen, 2005, p. 6). Working as an artist-in-residence at The Education Trust,
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Haycock has created performances based on teacher preparation, fadiolg,sstudent
engagement, and student expectations. The performances are designed Buesisd is
equity and get communities to take action. Educators and community members find the
performances provide powerful insight into the lives of families, students, and@duca

Performance autoethnography can involve the audience in a variety of ways and is
intended to create a response in the audience to engage them in the topic and move them
towards some action. Either as active participants who come on the stage during the
performance or who are invited to provide responses during or after the perfarmance
performance autoethnography as social science research hasupongi€ations for
both researcher and audience. The audience is challenged by the researcher and the
performance to action.

A strong and powerful borrowing from performance ethnography has created
performance autoethnography. Performance ethnography has become its own
methodology. Performance ethnography “is literally the staged re-emdame
ethnographically derived notes” (Alexander, 2005, p. 411). This methodology combines
performance studies with ethnography. Because ethnography is intended ta depic
point in time, performance is a logical form of representation. Stories lendeivesto
performance.

As a performance, this research enabled me to see myself “through and as the
other” (Alexander, 2005, p. 423). The individual roles | examined—daughter, writer,
teacher, wife, researcher, and mother—became characters | caoidlgmxamine

outside myself in ways that enabled me to define them separately. As ersraet

71



play, a performance, these roles were able to interact as distinct cfsaf@aciee to
understand them individually and collectively as they influence my teachingtydent

Performances call on the audience to engage with what is taking place on stage
and get involved in the story to connect with it and make sense of it. Because
autoethnography aims to change, the audience is critical in how they respondheyhat t
take away, and even what they might do during a performance. Brecht (1957/1998) and
Boal (1979/1985) have written extensively about the role of the spectator. Brésht cal
on spectators to be critically active, and Boal called on them to participatie.n&ions
about spectators support performance autoethnography in its aims to ctieatéram
the audience.

Performance autoethnography is grounded in two ideas that connect to this
research: (1) we make performance choices about the identities we prdd@), we
learn from performance (Jones, 2005). Because | wanted to examine thesessix r
individually and collectively, performance autoethnography enabled me to loa&hat e
outside myself as unique characters to be examined separately.

Because the analysis is presented as a script with multigefaetarin it, the
script could be performed or read. In its reading or in its performance, it cafis on t
audience to become part of the story and do something with the story. The intended
audience of this research—teachers, future teachers, or teacher eduwealidnopefully
find actions to take as a result of the showing and telling depicted in thiscresear

Because of its performative nature, this research asks readers to becamdiercedor
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the research. The scenes presented in the data analysis can both standiaddne or
collectively as a performance.

Performances and autoethnography are collaborative and aesthetic &kexan
2005). When reading or performing a play, the reader or audience membersntétact
the characters on the stage or page. Presenting this research as aadepttiea
audience to interact with my teaching identity and the various roles | ptag in
classroom. Presented as different characters in a play, readbtsed@nd understand
the roles that | explored to understand the complexity of my teaching identity. A
performance is an experience; it allows readers to experience ¢laectes ways that
may impact them and perhaps cause them to act.

Creating a script involves writing. Performance autoethnography supports the
deep understanding and analysis of the character or characters in the script.
helped me better understand the six selves that form, break apart, and reforrching tea
identity at a given moment. Writing as means of data collection, data analydidata
representation supports the types of understandings | wanted to gain by employing
performance autoethnography.

Jones (2005) uses a variety of quotes as a starting point to create her own
definition for autoethnography, but then comes back to Denzin (1997) to name it a
“performance text” (p. 199). Jones argues for “performance that asks how our persona
accounts count” (p. 764). Performance autoethnography is autoethnography that can be

performed. The personal stories of autoethnography are performance tids bgry
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nature. Through the performance, the audience sees how the account does count; they
become part of the lived experiences of the researcher. Through the performance, the
audience can change or decide on new and different actions.

The creation of a performance autoethnography is the researcher’s attéahet
a set of experiences and turn them into a script. Ekphrasis is creating annexpiere
the audience from the text (Jones, 2005). Performance autoethnography can become
critical ekphrasis, “a performance that moves thranghesigimitation) andpoesis
(creation) takinesis(movement)” (Conquergood as cited in Jones, 2005, p. 769). The
representation of the researcher’s story is an imitation: a depiction ofehts.e The
performance is the creation of the event. The impact of the performanceusay ca
movement; the audience and researcher are being called to action.

Performance autoethnography represents a particular methodology cdrioecte
hooks’ (1994) ideas about teaching as performance, which calls everyone to become
actively involved:

Teaching is a performative act. And it is that aspect of our work that dfters t

space for change, invention, spontaneous shifts, that can serve as a catalyst

drawing out the unique elements in each classroom. To embrace the performative
aspect of teaching we are compelled to engage “audiences,” to consideoissues
reciprocity ... our work ... is meant to serve as a catalyst that callsanesty be

more and more engaged, to become active participants in learning. (p. 11)

This metaphor of performance has often been applied to teaching. Teacherseas ser
actors or directors. Students can also serve as actors or directors, oryhiakemm a

third role of spectator. Turning teachers’ stories into performances bhegsto life for

audiences and has the ability to engage them and incite them to change.
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Writing as Critical Method
In qualitative research, the researcher is the “instrument”; henalisers
recorded through writing are how the researcher presents reseatdr@Ram & St.
Pierre, 2005). Therefore, this research used writing as a method of inquiry. hroug
language and, through writing, the researcher presents her particulafvienself and
what she sees. Literary and scientific writing are blended in thiarokseFact and
fiction—truth and imagination—work together to present a more detailed and complete
picture of the data and its analysis. Through writing, the data and anakgsi®tm and
come to be seen or performed by researcher and audience.
Writing can create action. In the moment the writer writes, she cae seaise of
something. This recognition may cause her to act. In the moment the reddeshea
can come to a realization that may make her act. These actions arisedrom
transactional nature of writing and reading. Louise Rosenblatt (1988) explained the
transaction that occurs through writing, which is a transaction connectezhttcalar
person, time, and place:
Writing, we know, is always an event in time, occurring at a particular moment i
the writer’s biography, in particular circumstances, under particulasynes
external as well as internal. In short, the writer is always tctingawith a
personal, social, and cultural environment. (We shall see that the writer tsansac
also with the very text being produced.) Thus the writing process must be seen as

always embodying both personal and social, or individual and environmental
factors. (p. 7)
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The transactional nature of writing involves negotiation. The writer makeseshoic
things are included or excluded. The writer makes conscious and unconscious decisions
while writing.

Embedded within writing is more than the person; writing carries the connections
to the outside world: the social and the cultural. There are tensions present witen | wr
these tensions are connected to choices. The choices writers makelstnstdves
within the larger cultural, political, and social contexts. The moment | write, my
subjectivities are present. According to Richardson (Richardson & Se,F1605),
language “is how social organization and power are defined and contested anddhe pla
where one’s sense of self — one’s subjectivity — is constructed” (p. 961). Through words
we both expand and limit ourselves; we come to understand others and ourselves while
defining ourselves. In establishing definitions, we set limits. In writbauamy
selves—daughter, writer, teacher, wife, researcher, and mother—Iffimmgléhem.

Setting these selves as characters within a script reveals therddosreln the moment
they are defined, they are fixed.

Writing is essential to understanding my positioning and myself. According to
Vygotsky (1978), we make meaning by writing about our experiences. Bpgwaibiout
my selves, | have made the choice to try and understand them and make meaning from
them. Writing offers the writer meaning in unique ways because it enablies he
“confront, embrace, or ignore” (Richardson and St. Pierre, 2005, p. 967). In putting
thoughts and ideas on paper, | make sense of them or can choose to do so. Writing has

the ability to bring me understandings; writing is one particular way of kigp(Bruner,
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1996). Through the writing activities | engaged in for this research | wasabbnfront
my six selves to get to know them and to introduce them to others.

Bruner (1986) asserts that there are two modes of thinking: the paradigmatic
mode and the narrative mode. It is through the narrative mode (through story) that
humans make sense of their worlds. Stories allow individuals to make sense on their
own. In reading someone’s story, others are afforded the opportunity to better umdersta
themselves or even to be stirred to tell their own stories. Maxine GrE@9t®) (inks
Bruner’s storytelling to action suggesting that readers of her story noaede share
their own as a result. In sharing stories, Greene believes the tedigigam their
identities. This same thinking brought me to this particular research. Mg desirto
tell my story both as a means for understanding myself and as an opportunity to
encourage others to do the same. Thinking back on myself and reflecting on my selve
allowed me to know myself in ways supported by Bruner’s narrative thinking.

Written thought is reflection. In the composing stage of writing, there is thinking,
yet there is a delay that creates reflective thinking as the woepa@ses what he or she
will write. Minh-ha (1989) connects writing to this reflection as a nevdmgrprocess:
“Like the Japanese boxes that contain other boxes, nest one inside treglattngium
writing is meshing one’s writing with the machinery of endless refigXi(p. 23). As
writing brings answers, it provides more questions. Through writing | am ableédo bet
understand and reflect on experience, but additional experiences requir@nadiditi
reflection and additional writing. Writing is critical, yet continuatiting allows me to

understand at a single moment in time, but time continues. The reflexivitytiowr
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allows me to continually revise and change meanings and understandings. Although a
piece of writing stands, it can be revised and edited. The reflective and recatsire

of the writing process means the artifacts of writing are fixed, yettmings of those
artifacts are not.

Several of the selves | explore are uniquely defined by my gender. For women,
writing is tied to gender and becomes “organic writing” or “nurturing agitiMinh-ha,
1989, p. 38). When | write, | cannot separate myself from the roles | have asaa;wom
these roles materialize through writing. Women'’s writing contains a unicaea@ss of
life and the roles we play in creating and caring for life. My teachingitglas tied to
gender, and my attempts to understand it through writing are similarly linked. As
teacher, | am a woman. The connection between teaching and caring famcisildr
implicit in gender; women both care for children and also teach them. Writing about
teaching involves writing from the perspective of nurturing.

Writing continues to be one of the most powerful activities in which | engage.
Writing enables me to understand the world and myself. Writing offers both questions
and answers. Writing is ongoing and is a process in which | engage to deepen my
understandings of my positioning within larger contexts. For this researtingwri
offered me a way into my selves as well as a way to represent and pinesenfThe
types and form of writing—multigenre writing—present something to reaadlevays
intended to allow them to interact with my selves.

Writing is a powerful tool for reflection and understanding. Through writing, the

researcher can come to understand what may be present at a given moment.
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Additionally, the reflective power of writing allows the researcher tkersense of
culture, which includes, events and people, that surround her. Writing can be about the
past or the present, but its power lies in its ability to help the writer understand and
present those understandings to others. Writing is open to interpretation by bath write
and reader. In the form of a script or performance, the writing allowsitherae to
interact with the author’s ideas to create new and different understandengary,
2003). Writing is complex:
Writing is a mural, not a snapshot. It is large and contains multitudes:
meticulously developed thinking that shares vision and ideas with unknown
others; scribbled, cryptic notes to trigger memory; complicated novels peopled
with dozens of characters; haiku that evoke single, sensory images; dense
philosophical treatises that alter nations; love letters read, reread, aedl iplac
shoe box for fifty years. (Romano, 1995, p. 55)
As a qualitative researcher, | attempted to present the complexitigsrofes and
teaching identity through writing.
By engaging in the National Writing Project Summer Institute, | wasnded of
how powerful writing can be for reflection and understanding. Teachers often ik a
their work, but through writing teachers can reflect more deeply. Patitigpa the
Summer Institute and the accompanying writing exercises and actreitiesed my
understanding of the power of writing. Daily writing became something | nradedr
because it enabled me to understand myself. The act of writing for the Simstitete

made me realize writing could be my main form of analysis and could provide adich a

complex set of descriptions of my teaching identity.
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Writing provided clarity. The writing exercises | employed allowedtmbetter
explore myself and delineate among the various selves, which come togelifferext
times to impact my teaching identity. Reflecting through writing esthbie to define
my teaching identity at one particular moment. Writing allowed me to look from the
inside and from the outside, to see the roles as distinct and better understand how they
interact within my classroom to form my teaching identity.

Writing became part of the methodology for this study because it provided me
with a way of defining my roles and teaching identity (Richardson, 2000)auBec
writing facilitates both discovery and analysis, it enabled me to discoveslésetinat
interact to form my teaching identity. Learning took place through the writiafiowed
me to think and know about myself and teaching identity in ways not available to me
through other methods. | was able to engage in a search to better understand amyself—
I-search in many ways (Macrorie, 1988). Macrorie argues that knowledghiis us,
and writing enabled me a way to understand and share that knowledge: “Knowledge must
reside within a person or it is not knowledge; and even if that person accumulates it

without use it is—what else could it be?—useless” (Macrorie, 1988, p. 14).

Multigenre Writing

Tom Romano (2000) originated the notion of multigenre writing; it evolved from
his reading of Michael Ondaatje’s wofke Collected Works of Billy the Kid
(1970/1984):

Ondaatje wrote about the last years of Billy the Kid’s life in a stgledéver read
before. Not a collection of poems. Not a seamless narrative. Not an expository
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biography. The book contained songs, thumbnail character sketches, poems, a
comic book excerpt, narrative, stream-of-consciousness passages, newspaper
interviews, even photographs and drawings. (p. 3)
Ondaatje’s collection drew on facts; it used fact as well as fiction todyastsent the
character. Multigenre writing and research take the author and readebayed
traditional writing and research. Because the writer takes fact are$eeps it in various
formats, there is room for greater understanding on the part of the author and reader.
Multigenre writing allows for “a complex, multilayered, multivoiced blerfidenres,
each revealing information about his topic, each self-contained, making a poit of it
own, unconnected to other genres by conventional transitional devices” (Romano, 2000,
p. 4). In ways that traditional writing cannot, multigenre writing allows featgr
insight into the research.
| had my first exposure to multigenre writing at a presentation at thensht
Council of Teachers of English annual convention. A group of high school teachers
shared a multigenre research project it did with students. The student weckekfl
connections and understandings | wanted to pursue with my own students. Afterwards, |
read Tom Romano’s (2000) bodkending Genre, Altering StylRomano connects to
Bruner’s narrative knowing for the power of multigenre writing: “Narrakmewing
shows. We read a novel and leave the world. We read a poem and feel a sharp,
emotional surge. We see a painting and meld into it” (p. 22). Multiple forms allow
readers multiple points of entry. The story presents multiple layers#aée @n

experience that readers cannot experience with a single layer.
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Wanting them to create work of this potential, | crafted a multigenrandse
project for my own students. | found multigenre writing to be a powerful way for
students to make sense of things. By selecting various genres to presentiofigrmat
students have to manipulate information in complex ways. This manipulation requires
writers to more deeply analyze their writing.

When facilitating my students’ multigenre writing, | helped them s$elec
appropriate genres for particular information. In addition to the multigetifiects,
students were required to explain their genre choices. These explanations were
fascinating; | gained insight into students’ choices about writing and caomslerstand
the depth required to pair what they would write about with how they would write it.
Form and content came together, and students had to think explicitly about the choices
they made in their writing. Students had to have a reason for selectingfec gfgece
and be able to articulate it.

From these experiences, | came to view multigenre writing as a powaafdibr
making meaning. According to Thomas Newkirk (1989), genre offers author and reader
a variety of ways to view experience:

It would follow that a child who has mastered a repertoire of genres has a number

of lenses with which to view experience: genres, while constraining,sare al

cognitive instruments for making sense of the world. (p. 5)

Therefore, selecting a genre is powerful for a writer; the choicerogs an important
element in deciding how best to say what | intend. Certainly, the writgwgject to

interpretation by the reader.
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According to Nancy Mack (2002), the multiple genres become “works of art” that
take on “aesthetic meaningfulness.” Artistic representations appealitother ability
to more completely depict a story for the reader. Multigenre writingsoféaders an
aesthetic experience by blending a variety of elements to form one piwdéraj.
When reading multigenre writing, | can truly see the author’s story in tieugagenres
chosen for different parts of the story. A more complete picture emergesing what
is represented richly through multiple genres.

Multigenre writing is complex and requires a complexity from the wititer
crafting the artifacts. There is a dualism with multigenre wgituith the form and
content. Multigenre writing connects to Bakhtin’s (1981) notion of “heteroglossia” by
fostering a connection between language and meaning, allowing the chosen genre to
better express the author’s intent. Rather than a presentation, multigenrg i
representation in meanings contextualized within selected genres. vifiterymakes
choices, but choice is evident in multigenre. Readers are aware initialtiieha
construction of multigenre writing involves interpretation; the author has madmeshoi
beyond the content, and the reader is given the opportunity to explore the reasoning
behind them.

The form of multigenre is appealing because it does not stay the same throughout;
it changes to continue to engage its readers. Because multigenre writingsnvolve
translation, it is open to interpretation. In many ways, multigenre writinges/@ting.

Multigenre writing takes the writer on a journey from producing a text on a topi
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transforming that text into another genre while still focused on that tbga.Simon
(2007) found that multigenre research supported imagination and creativity:

Because the multigenre form emphasizes creativity and de-emphasizes t

sequence and linearity which dominate the research paper genre, adding it to the

inquiry project increased the opportunities for teachers to highlight theirstgere

and passions in relation to their audience. (p. 149)

Teachers and teacher educators have found multigenre writing and resdsech t
powerful (Allen & Swistak, 2004; Bender Slack, 2001; Dickson, DeGraff, & Foard,
2002; Grierson, 1999; Simon, 2007). Grierson (1999) supports the use of multigenre in
her English education courses because it “demands rigor, the resultsrasgingeand

the quality of writing is much truer in its feel” (p. 54). Multigenre reseas&s eore

and gives more. As researchers, they must delve more deeply into their saltfectan
writers, they must represent the research in complex ways.

Multigenre writing acknowledges process and product. The process of multigenre
writing is not straightforward. In implementing multigenre researofepts in their high
school classrooms, Dickson, DeGraff, and Foard (2002) found it difficult yet powerful:
“The process is messy, but so is life” (p. 86). The messy process of multigameg wr
connects to Denzin’s (1997) notion of messy texts. Denzin supports reflexive mesearc
that engages the reader with the text in the form of a dialogue. For Denzinragimog
research is a world created by writer, reader, and culture. This is sinttarways that
the writer creates multigenre writing to present to the reader. Mukdigeniting is a
messy text in which the form of representation creates an experience wirigleo s

interpretation. Readers of this research will make meaning based omiljae past
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experiences and the political, social, and cultural contexts in which theyuatedi As
readers interact with this messy text or view a performance, they vetl ietd a
dialogue.

Multigenre writing is more meaningful for students, but it is not somethiaig
can be covered in a brief unit; multigenre writing is complex and requires teacite
students to submerge themselves wholly in the work and the moment. The results are
writing that is far from the traditional research paper: writioj m content and
supported by form. This ability to present research in a much more layered andxcompl
way is why | am drawn to multigenre writing. Multigenre writing is mcinallenging,
but it provides the writer and reader with greater abilities for understarnding t
traditional writing.

Multigenre writing has potential implications for power and politics. Ratian
write about a topic, the writer takes on the topic. Delane Bender Slack (20@hgdss
her students to research a movement such as Title IX or the Red Scare. Bacidsr
starting point for the multigenre assignment was that it is the teachgsansability to
prepare students for life and equip them to communicate; she wanted to incorporate
social justice into her classroom. Bender Slack surveyed her students aftemnhihe
responses provide a strong argument for multigenre research:

— It provides you with the opportunity to portray the subject in so many ways.

— It takes more time and patience, but gives a better understanding.

— It allows you to be creative and allows you to show points from more than one

direction.
— We are able to add more of our voice and creativity and overall understanding
of the topic instead qtist factual information.
— There is a lot more writing involved, and it makes you think of more creative

things to write about. (p. 66)
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Bender Slack’s students echoed my personal experiences and the experiences of my
students with multigenre writing. Greene’s (1995) suggestion that there digemul
interpretations of experiences is what multigenre writing supports arrd affe¢o writers
and readers.

Multigenre writing is messy and complex yet powerful both in its creahdnta
potential impact. Readers and audience members will interact with myh@s se
unique ways because this research is presented as a script embedded withnaultig
writing artifacts. | have created a messy text in order to invite reade audience
members to engage in dialogue.

For autoethnography, multigenre writing allowed me to represent myirigach
identity and multiple selves in a variety of ways that enable me and the te&dtter
understand the complexities of my selves and my teaching identity. Multigetirgwri
allows the writer to take information and present it in unique and engaging ways tha
move readers to think and see in ways not available through traditionathege#ing.
Multigenre writing and research create a richer, more complex satlefstandings of
the research and how it is presented. Romano refers to the different ways itglividua
record memories and establishes the connection between the form of the writing, the
genre, and its content. As Romano (1995) notes:

Sometimes | see the world through poetry: a bit of cadenced languagalgudde

saying itself in my head, an indelible image ever sharp, a surprising metaphor

with extensions following close behind.

Sometimes | see the world through prose: a description that holds in place an

unforgettable scene, a pointed story that clarifies experience, a monolog that

marshals points | wish I'd made during a disagreement.
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Sometimes | see the world through dramatic encounters: before a studest arri
for conference, | play out the dialog that might occur between us; | talk with my
father, he dead now for three decades.
Each genre offers me different ways of seeing and understanding thiatdghe
not. | perceive the world through multiple genres. They shape my seeing. They
define who | am. (p. 109)

Romano believes the choice of genre impacts what is in the writing. Multiplesge

allowed me to see and understand in unique ways and present those understandings to

readers.

Theoretical Frameworks

Autoethnography allows researchers to examine themselves in ways thahemake
reader respond and react (Jones, 2005). Given the methodology, this research process
used two major constructs to organize data, research questions, and analysis: social
construction of knowledge and knowledge construction through writing. The research
surrounding teacher identity involves the social nature of teaching; identéiésiaed
in complex ways resulting from the individual and her interactions with people asd tex
This research examined my teaching identity. Teaching takes plénde g setting of
my classroom and involves interactions with my students. By its very nature, my
teaching identity is impacted by the people with whom | come into contact bath insi
and outside my classroom.

Writing was essential to this research. Writing served as both dataioallaati

data analysis. Through writing | came to answer the research questrongih writing |
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created knowledge for myself and the readers of this research. Park (208Eslecl
writing is knowing: “The writing becomes a way of knowing, and a way of being”
(p. 46). Writing allowed me to construct knowledge. Bruner (1987) also belietes tha
narrative facilitates the construction of knowledge and lets humans bettstand
themselves. Because story is the basis for communication, writing is teddrasi
creating the knowledge an individual wants to communicate through stories.
Research design, analysis, and interpretation were based on these theoretica
frameworks—social construction of knowledge as the foundational underpinning,
knowledge construction through writing as the organizing framework, and
autoethnography as a formative methodological approach. This organizing framework
allowed multigenre writing artifacts to emerge to define my teadeettity. Through the
artifacts of script the embedded analyses depicts me as daughter teaitber, wife,

researcher, and mother.

Research Setting

Washington Middle School.

The setting of this research was Washington Middle School, a public middle
school situated in a small suburban school district in the eastern United®STates.
school district is located directly outside a major city. The school disrschall with
five middle schools and three high schools serving a student population of over

20,000 students. The school budget is almost $440 million with an average of almost

2 All school data has been taken from the Washintitlle School Management Plan, Program of
Studies, and School Improvement Plan. This sodoes not appear in the References to respect chsear
confidentiality guidelines.
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$19,000 spent on each pupil. The district’s median household income is over $100,000.
The five middle schools within the district are unique with differences in student
populations. The district has students from 128 nations who speak 95 different
languages.

Washington Middle School is located within an affluent area with an average
home purchase price of almost one million dollars. Washington’s 930 students walk,
take the bus, or receive rides to school. The district’s overall percentage otyninori
students and students on free and reduced lunch are higher than the percentages at
Washington Middle School. Specifically, 32% of students within the districiveetree
and reduced lunch; 14% of students at Washington Middle School receive free and
reduced lunch. The school district’'s population is 48% White, 28% Hispanic,

13% Black, and 11% Asian. Washington’s population is 73% white, 10% Hispanic,
7% Black, and 10% Asian.

Eighty teachers and 48 staff members work at the school. Seventy pertent of t
staff have a Master’s degree or higher; 10 teachers have achieved Natiodal Boa
Certification. Washington’s entire faculty is considered highly qualifieddoh its
respective content based on the standards set by No Child Left Behind (NCLB).

Washington operates on a team model; teams consist of English, math, social
studies, and science teachers. Each team specializes in a specific populatilisihi—Eng
Language Learners (ELL), self-contained special education, or respecal

education—and has additional teachers to meet the needs of each specific population.

89



Washington Middle School offers a wide variety of special programs to meet
students’ needs. A full-time gifted services teacher provides support of wlifféee
instruction. The faculty also includes a full-time instructional technotogydinator, a
reading specialist, and a math instructional resource teacher. i3 la@ractivities
coordinator to oversee the more than 30 clubs and sports. Additionally, there is a
minority achievement coordinator who runs programs to encourage and support minority
students in attaining academic success.

Washington Middle School is characterized by extensive technology. The
building is wireless; all classrooms are equipped with a teacher corstatten, at least
two student workstations, and a SmartBoard. There are three classroom cdalguter
over 200 laptops in use in classrooms, and almost 100 laptop computers that can be
moved to any classroom, creating mobile computer labs. Each morning begins wit
televised morning announcements produced by students. All teachers post assignments
and class information on BlackBoard for students and parents to access remartehys P
and faculty communicate frequently through email.

On the Virginia Standards of Learning (SOL) exams, Washington Middle
School’s passing rates are consistently above the state averages. Acrasvament at
or above a 90% pass rate included Intensified Geometry, Algebra |, Intérddiebra I,
World Geography, Math 8, Reading at every grade level, Science 8, History 7, and
Writing.

In addition, SOL scores show longitudinal improvement; in comparing students’

Grade 6 Reading scores in 2006 to their Grade 8 Reading scores in 2008, there is
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significant improvement. This is also true for every NCLB sub-group for Mathakso

for the History 7 to World Geography progression. Hispanic students achievedjpass
rates of at least 90% on the Writing, Grade 8 Math, Upper-Level Math, and Scisce te
Ninety-four percent of Black students passed the Grade 7 test given in U.Sy.Histor
Reading scores for Black students in seventh grade improved signifi@sttiyehr, from

39% passing to 88% passing. Reading and science are relative strengibsiédr s
education and disadvantaged students. Limited English proficient students have pass
rates above 80% for every test but Grade 7 Math, which has a pass rate of 79%. In
addition, Washington has made significant improvements in the achievement gap on most
tests for most sub-groups. For example, as of the Spring 2008 tests, the gap had been
reduced to 10 points or below for: Black students on the Grade 7 History test; Hispanic
students on the Grade 6 Math test and on the Grade 8 Reading, Math, and Science tests;
limited English proficient students on the Grades 6, 7, and 8 Reading tests, Grades 6, 7,
and 8 Math tests, and Grade 8 Writing and Science; and disadvantaged students on the
Grade 6 Math test and Grade 8 Science test.

Numbers are small in subgroups. Black students make up 7% of the student
population, disadvantaged students 9%, and special education students 14%. With
groups this small, one or two students’ scores could have a big impact on overall pass
rates and on the achievement gap. Also, one student may be represented in more than
one sub-group.

Despite the overall passing rate on the SOL tests, there are concerns with

subgroups. Grade 6 Math for students with disabilities had a passing rate of 40%.
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Grade 7 History for Hispanic students had a passing rate of 38%. Gradm&eSor

Black students had a passing rate of 27%. There was a 46% passing rate for

Black students on the Grade 8 World Geography, and a passing rate of 32% for students
with disabilities. Black students had a passing rate of 45% on Grade 8 Writing. Student
with disabilities had a 33% passing rate on Grade 8 Math. These passirgeadscus

of professional development for staff, and remediation funding is available ffaiosta

work with students outside of school.

Washington parents, teachers, and students participated in a Customer
Satisfaction Survey conducted by the school district. Fifty-two percerarehts, 96%
of students, and 84% of teachers returned surveys. All parents and teachers had the
opportunity to complete the survey; a random sample of students, 270 out of 913, were
surveyed during Health and Physical Education classes.

Survey results from all three groups indicated several favorable areas.
Washington received an overall grade of an “A” or “B” from 83% of parents,

90% of teachers, and 62% of students. Teachers received an overall grade oban “A”
“B” from 83% of parents, 98% of teachers, and 62% of students.

Parents and teachers were pleased with the condition of the facilities; ovef 65%
parents and teachers strongly agreed that the school is clean and in good condition.
Over 76% of students and 74% of teachers strongly agree or somewhat agtresytha
feel safe at school, an indication of the overall environment of the school. Parents and
students feel welcome at school; 87% of parents and 65% of students strongly agree or

agree that they feel welcome. Seventy-seven percent of parents badieehitt enjoys
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learning, a key indicator of student engagement and the level of instruction piédaeg
within classrooms. Seventy-six percent of parents strongly agree or sonagwd®that
there is an atmosphere of open communication at Washington. Almost 73% of teachers
agree or somewhat agree that they feel valued at school.

The survey revealed some areas of weakness as well. Thirty-five percent of
students gave their teachers an overall grade of a “C”, “D”, or “F.” niysgeven
percent of parents believe there are too many students in classes. Owdrté&ehers
and 38% of parents believe there is too much emphasis on achievement testing.

Bullying continues to be an issue that needs to be addressed; nearly 18% of
students strongly agreed or agreed to having been bullied at school within the previous
year. Additionally, almost 10% of students feel threatened by bullies at school

Washington Middle School’s Improvement Plan establishes four goals that are
aligned with district initiatives:

1. Foster rising achievement for all students

2. Eliminate the achievement gap among student groups

3. Prepare each student to succeed through responsive education

4. Build effective relationships with parents and community

Related objectives target some of the issues raised by the CustonfactatiSurvey.
One objective connected to the concerns about bullying is to provide a safe and
supporting atmosphere for each student. Another objective related to involvement is to

increase parent and community involvement in school events.
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Seventh grade English courses.

| teach five sections of seventh grade English to approximately 100 students.
Class sizes range from 18 to 23 students. Classes last 43 minutes witysteed that
allows for three minutes of passing time between classes. The school dayabegins
7:40 a.m. and lasts until 2:30 p.m. There are seven periods in the day in addition to a
lunch period of 35 minutes. | teach the first three and last two periods of the day. Two
days a week | meet with the other teachers on my team to discuss student @mterns
other school issues. Three days a week | meet with the other two seventh grate Engl

teachers to review and plan based on the English Language Arts curriculum.

Classroom

My classroom is located on the first floor of the building in a wing built within the
last 10 years. The room is spacious; tall bookcases line the middle of the backtwall w
large floor-to-ceiling windows looking out into an interior courtyard on both ends. The
bookcases are filled with books: English texts, books on pedagogy and curriculum, and
other resource texts. The school courtyard is a space where teachermsg#rebr
classes, and there are often classes outside.

The bulletin boards contain student work. A few posters with slogans such as
“Deadlines are closer than they appear,” are scattered around the roompphass—
crayons, highlighters, markers, construction paper—are in bins out on shelves in the back

of the room. The shelves contain games, including six sets of Boggle and Scrabble.
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There is a large swivel bookrack that holds a student library with books students are
welcome to borrow at any time. My daughter’s artwork is posted on cabinetsyiear m
desk. Pictures of my daughter and husband sit on a table next to my desk. There are
crates for students’ journals in the front of the classroom underneath the whieboar
There is a filing cabinet for students’ writing folders. Beside the doonaredts of
drawers on wheels where students submit work.

Student desks are arranged in groupings of four and there are a total of 24 desks in
the room. These groupings are arranged facing forward so students can sed thallfr
that contains two whiteboards flanking a SmartBoard. The whiteboards contasn label
Homework, Agenda, and Notes. Underneath one of the whiteboards are printouts of
students’ grades listed by student identification number. Four laptops for studer use ar
located along one wall. Beside them is a large table with supplies for stuaeunfsof
pencils, a tape dispenser, a stapler, and tissues.

Along the opposite wall is a large section of cabinets for storage with counter
space above them. This counter space is where my materials are laid oubiatelist
students. There are wire bins on the back counter where | keep graded student work until
| return it to students. In addition to student desks, there is a round table in the back of
the room with chairs for meetings or as a place where students or | can spraad out
work. There is a teacher desk angled in the corner in front of one of the windows. | have
a laptop as my teacher workstation. Sitting next to the teacher desk isrd deglewith
the printer | use and share with several teachers in adjacent classiboen®om is

organized and tidy; everything has a place.
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Research Participants

This research is concerned with my teaching identity, and thereforeheam t
primary research participant. Because autoethnography is the methodologguthis
on me; however, | am not alone. Many others are present and connected to thik;resear
their voices come through in the writing. Specifically, | examined my roldawghter,
writer, teacher, wife, researcher, and mother. In all of these roles thexdaage
number of other individuals involved. People from my past and present play roles as
well; these people helped to define and continue to influence my roles and teaching
identity.

Because of the social nature of teaching, many others impact how | pregseift m
to students each time | perform. Within my building there are students, adnnsstra
and other teachers who impact my teaching identity; these people are paticighrs
research. They are participants because our interactions have shaped myg teachi
identity. In addition, people who are no longer in my building have impacted this
research, too; previous students and former co-workers have influenced what ig now m
teaching identity.

There are three teams at each grade level. | work with the othes\restls
grade English teachers on a regular basis to share materials and diechasnits are
currently being covered in their classrooms. | meet regularly with the tetigrers—
science, history and math—who teach the same students. | work with over 100 students

each day and come into contact with other students in the building through various
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activities. In addition, | work with administrators, counselors, and other aduieseT
students, teachers, and staff are additional research participants.

Outside my school, there are additional research participants. In my roles as
mother, daughter, and wife, | come into contact with a large number of people. Through
this research, these others are involved. Their stories and voices are présent in t
writing. Others have impacted me in ways that | tried to define explastiyell as
through the narratives | wrote. Their voices, as seen by me, are present itirigeawvd
telling | performed. As a result, they are research participaneih

| am the researcher and primary research participant for this studyeveigihe
social nature of the methodology and subject of this research created a labge olim
additional research participants. These other voices are present in the sitti@ngs

characters or as influences on me.

Data Collection

Data collection related to my classroom took place in May, June, and September
of 2010. Data was collected at the end of one school year and the start of another. Field
notes and journals related to teaching were done during this time period. | reaiewed
of the writing | have done to create the written artifacts used to define mndinali
characters. Any writing that | had previously done informed the artifactskihg back
at all of my writing allowed me to separate the characters and see thenwdysh they

could best be represented through individual writing pieces.
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Autoethnography involves the self, so the primary source of data is my lived
experience (Chang, 2008). Data collection and presentation took the form of writing;
daily writing was the basis of this research. | also examined previdirsgvand
included pertinent selections. Any writing that | had done in the past that couldgorovi
insight into my roles as daughter, writer, teacher, wife, researcher, anermais
relevant. |included artifacts that could bring the roles to life for the reediaudience,
which includes writing that could provide vivid understandings; for example, alpiece
wrote after college was useful in examining my role as daughter. L(a8&%) referred
to this as The textual staging of knowledgehich could be “used twivify

interpretation as opposed to ‘support’ or ‘prove™ (p. 91). These past writings helped
distinguish and expose the roles.

| documented the daily experiences in my classroom through field notés tha
wrote during breaks and at the end of the day. | intended these field notes to be records, a
description of events, of what transpired within my classroom. Inscriptiorjutest,
and transcription enabled me to document my teaching (LeCompte & Schensul, 1999).
Inscription involves taking mental notes and “learning to notice what is impastant t
other people and what one has not been trained to see” (LeCompte & Schensul, 1999,
p. 14). |tried to observe myself as an outsider and note what | saw that bnaiigiairily
not notice. My choices of what to notice are important as well; | conscioigglytdrsee
myself as an outsider, but | was writing about myself, so the lens is uniquelywm

Description is the “thick description” (Geertz, 1977) used to create a more

complete set of images for the reader. Description included “narrativesriabge
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behaviors, conversations, activities, interpretations, and explanations” intendettag por
what was happening in my classroom (LeCompte & Schensul, 1999, p. 17).
Transcription consisted of verbatim responses of classes | recorded. ddwdags

were an opportunity for me to step outside and see what had happened in my classroom.
Because | researched myself, transcriptions of classes offered lyssadifferent from

writing done about teaching. These transcriptions were true to the eventshather
retellings of the events.

Additionally, | kept a journal where | focused on reflective writing. Prilpdr
wrote in the journal at the end of each day. Reflective writing enabled me to think ba
on the teaching events of the day and try and make connections between what had
occurred and my teaching identity. The journal was a place to reflect on whichk-roles
daughter, writer, teacher, wife, researcher, and mother—were prominpatiics
moments. Also, the journal was a place where | wrote about events that took place
outside my classroom. These events were connected to my teaching idemély as
The journal served as a place where | could reflect on the day’s events anoh#dyet
sense of them within the context of my research questions.

| collected external data that came from a variety of sources. Imogclahit
writing, other artifacts served as data. | collected as data photograplyscte#ssroom,
texts, classroom reading texts, assessment instruments, student work, mearssaed
documents received from others. These artifacts were the artifacésloigg and helped

to provide a more complete picture of my teaching identity. These texitedtart
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served as biographical objects to assist me in defining and representinghiygea

identity and the roles played out within that identity (Chang, 2008; Hoskins, 1998).

Table 1 provides examples of the writing exercises in which | engaged tloxgug

data collection (Chang, 2008; LeCompte & Schensul, 1999). These writing egercis

helped me separate the six characters. These exercises enabled medio $pecsic

experiences that define the characters; writing illuminated the semifevents of each

character.

Table 1: Writing Exercises

Exercise Assignment

Timeline Create a timeline of the important events in your life. Thislita
should begin at birth and continue to the present. Include dates and
descriptions as well as the people involved.

A Day in the| Write about a typical day at school. Include all of the things you do

Week during the teaching day from the moment you arrive at school to the fime
you leave. Include the events that involve contact with students as well as
all of the other events, meetings, calls, and so forth that take place within
the school day.

Weekend Write about a typical weekend day. Include how your day is spent and

Day with whom it is spent. Make sure to include the time alone as well as
time spent with others.

Family Write about special family events and traditions. Include the people

Rituals involved as well as the history of the event or tradition. Explain why the
event or ritual is meaningful to you.

Mentors Create a list of mentors who have influenced you. These could be
teachers, friends, family, or other people who have impacted the person
you are today.

Library Make a list of your essential reading. For each title, explajnitis

essential to you as well as what you have learned from reading it.
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Biographical| Make a list of items that define you. For each item, explain what it sa

Objects about you. Describe what the item says about your interests.

Family Tree | Create a family tree. Explain all of the people on theyfdred and what
his or her relation is to you.

Culture- Chart your cultural membership and identity. For each descriptor yo

Gram choose, provide an explanation of what it tells about you.

Vignette Create snapshots of moments within your day that help to define yol

Choose moments that you regularly experience and describe these
moments.

Data Analysis and Data Display

As noted, data collection began in May of 2010; data analysis began

simultaneously. When analyzing the data and looking for codes, | experienced the

following cognitive processes: “perceiving, comparing, contrasting, ggting,

ordering, establishing linkages and relationships, and speculating” (LeC&mpte

Schensul, 1999, p.69). As | examined the data, | looked for the repetition of ideas,

words, events, or behaviors. Coding of data was based on theoretical frameworks of this

research; patterns and conclusions emerged from ideas that knowledg@lys soc

constructed and knowledge is constructed through writing.

Conclusions emerged as | constructed the writing pieces. Embedded within the

written artifacts were the characters as individuals as well ah#naaters coming

together to form my teaching identity. Drawing on field notes, journal enargfscts,

and all other data, | created writing artifacts that answered theaegpgestions and

provided conclusions. The script that emerged from the data analysis had characters

daughter, writer, teacher, wife, researcher, and mother—that were uniquepbdke

101



data and analysis. |intended the characters’ voices within the script ta dmswe

research questions and provide the reader with the opportunity to better understand the
results through writing. The script enabled me to answer my research quistiols

plural, diversified set of perspectives.

This research is presented through writing; there are a series of muligéeimg
pieces as well as a script. Taken together, these writings are data, prtwdiagder
with insight into the individual characters and my overall teaching identity.wfitiag
pieces are intended to vivify each role for the audience. Each piece of wiithig tive
script as well as the script as a whole is intended to provide a story and picture to the
reader and audience.

In addition to the writing exercises in which | engaged to define my teaching
identity, | wrote a script with scenes for each of the various roles | brionghet
classroom: daughter, writer, teacher, wife, researcher, and mother. dkefroles
became characters in a script; these characters interact with eado dtbtter
distinguish themselves from each other. Through these interactions | was abbalyze
the ways in which individual characters impact my teaching identity iaea ghoment.

By presenting the data through the writing and script, readers are pdeséhta clearer
vision of what takes place within my classroom and how they can use the same
techniques to better understand themselves or ask others to.

Data is presented and represented in various genres. This includes my field notes
journal, and the writing exercises: a kind of artifactual triangulation. Theseisa

writings work to support each other to providing a layered depiction. Additionallg, ther
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are previous artifacts of writing that provide the reader with a more ctenpéture of
my past and its influence on my present. These writing artifacts are pebserthat
each role is vivified through distinct written artifacts. Such a display lgigfislithe
vivification of data and suggests its place in identity and role formation. The oohes ¢
together in the script, where they interact with each other to better presezadkethe

ways in which each contributes to my teaching identity.

Researcher Biases

The research reflects my biases as a result of my role in the repeacess. |
came to this research wanting to better understand my teaching ideetity3ajtears of
teaching. Although | began teaching with a clear sense of my teachinigyiciarg
research examined what my teaching identity was at a particular pomieinli8 years
removed from the beginning teacher who entered the classroom.

The methodology of this research presents one of the biases. As an
autoethnography, the researcher is the only participant. | have tried toyideatibe
aware of my subjectivities throughout the research process. Autoethnogragdmypee
unique set of challenges for the researcher. The researcher is required tbenake
familiar strange and research herself as both insider and outsider. |oratiitie
biases related to the methodology, power and positioning impact the research. As a
teacher, there are power relationships at play between myself, students, aherthe
adults in my school. These power relationships and my beliefs about them are an

additional bias that is present. Because | believe education has the abitifydwer
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(Freire, 1970), | have certain biases about what | think should take place within schools

and classrooms. This particular worldview is a bias as well.

Summary

This research process used two major constructs to organize data, research
guestions, and analysis: social construction of knowledge and knowledge construction
through writing. Autoethnography as the methodology allowed me to examine myself.
Multiple data sources enabled a rich exploration of the research questionsitiyeke
data through multiple genres allowed the researcher to make sense thrivinghewd
present those understandings in unique ways. This research defines my teachtgg identi
at a particular moment in time and explores the complexities involved in defiaictiete

identity and the personal and professional roles | portray in the classroom.
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Chapter IV: Six Characters Portrayed

Introduction

In this chapter, | introduce six characters who constitute my teachimigtyde
through the presentation of a series of primary writing artifacts. tidanggy as on-the-
lines writing evidence, | intentionally selected these primary wy#irifacts to portray
each of these characters through snapshots of events, some of whichcranliferg or
mundane and others are personal or professional. | do not intend these prinagy writ
artifacts to be exhaustive representations of each character’s identiigtHaut
suggestive of some of the complexities that reflect the dynamics of edwhrof t
individual identities. These primary writing artifacts function as data.

To reflect the complex nature of a teaching identity, these primarygriti
artifacts are multigenre in nature. Multigenre writing allows purposeful depj¢che
variety of genres can contribute to both the researcher’s understanding @s tivel
reader’s. | chose both the genres and the selections to best depict the individual
characters. | illustrate and bring these characters to life for therrégmdugh the
selections. The series of writings for each character work togetheepaidtely,
attempting to define the characters. For each reader, the charaltteppear different
based on her own experiences and ability to make connections with the charaatbrs. Ea
reader will engage in a transaction with the texts to make connections, enabling the
reader to understand and analyze the texts and the characters (Rosenblatt, 1988).

The multigenre writing artifacts are data; misspellings and ereongin
uncorrected to reflect the immediacy of their crafting. To maintainngsea
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confidentiality, the school name has been changed to Washington Middle School to
reflect the same name used in Chapter lIl.

The writing represents a complex layering of learning. The processtiofyvas
well as the primary writing artifacts themselves serve as comdritantext providing
data and information to the reader. For me, the process of writing assestad
separating the characters and making meaning about each one. Thet®aadified
elements of each character—places where | have filled in with my ownstemt#ings or
made conscious changes to emphasize aspects of the characters or partsradtibat
| felt needed to be highlighted in particular ways. There is fiction in memargreate
images to fill in gaps that exist. In these writing artifacts | hdheel fin gaps with words
that | have chosen and selected in purposeful and meaningful ways for myself and the
reader. The choice to fictionalize specific elements within these wattifgcts is
intended to expand the experience for me, the writer and researcher, as welkade¢he
The writing itself served as data to closer examine the ways in whichdikiglural
characters influence my teaching identity. In creating the data, ¢ Wretword and the

world, the written artifacts, and the characters.
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Character 1: Daughter

The pony.

“Your momma’s gonna be mad at you,” Tommy said with a sheepish grin as he
continued to push on Blackie’s bottom to get the pony to climb the stairs.

“Shhh. Keep pushing. Blackie sure isn’t good with stairs,” Ray replied.

The idea was genius. Bringing the pony inside and up the stairs seemed like one
way of being able to play with him undisturbed. Ray wasn't sure why they hadn’t
thought of this idea before. Blackie needed a change of scenery. He stayedhihihis s
the barn or in the field next to it all day and all night. Ray and Tommy got to go to lots of
places, so why shouldn’t Blackie?

With a lot of effort and Ray pulling and Tommy pushing, they finally got Blackie
up the stairs and all three squeezed into Ray’s bedroom. Blackie didn’t seerh all tha
appreciative. The room really wasn’t big enough for a pony, two boys, a twin bed, a
dresser, and a nightstand. Also, Ray hadn’t cleaned up beforehand, and his room was
littered with items you would expect to see in a boy’s room: baseball mitt, taoks,
building sets, trucks, a model airplane partially constructed, clothes, @ yowy other
small assorted items put down as attentions drifted. Blackie almost steppedbat his
but Ray kicked it under his bed in time. The room was suddenly very small, and Blackie
was snorting loudly after his ascent. He was also stomping with his feet louddy. T
farrier had come two days ago and put new shoes on him and it was taking him a while to

get used to them. Blackie continued to stomp and swoosh his tail.
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The boys were thinking through what to do next when Blackie began to relieve
himself. Of course neither boy had thought about this possibility either. Bldtzdge |
his tail and pooped.

“Ugh!” Ray exclaimed and grabbed an empty shoebox from his closet. He picked
up his pitcher’s mitt and used it to retrieve Blackie’s poop and put it in the box. He put
the shoebox under his bed thinking he would remove it later. The odor dissipated after a
while, but it was a reminder of what hadn’t been thought through with the plan.

It was about that time that Ray heard his mom downstairs. Blackie continued to
stomp and she called up to him, “Ray, what are you doing up there?”

“Just playin’ with Tommy.”

“Well, keep it down and stop all the stomping around. You'll break through the
ceiling.”

“Yes ma’am,” he replied in his most obedient voice.

“Well, now that Blackie’s here, what do we do with him?” Tommy asked.

“I dunno. Let’s play and he can join us if he wants to.” Ray grabbed the yo-yo
and started working on his tricks. Tommy picked up a comic and started looking at it.
Every time Blackie stomped, the boys shushed him. Unfortunately, the stomping
continued. Then, Ray heard his mom on the stairs.

“Quick, hold Blackie. | will go out in the hall,” Ray said. He stepped through the
door and shut it quickly so he could meet his mom in the hallway. She could see
mischief and knew immediately that he did not want her to go in his room. She played it

cool.
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“Ray, | told you to stop jumping, so do it, or I'll tan your hide or I'll tell your
father and he’ll tan it worse.”

“Yes, ma’am.” Blackie stomped loudly right then, and Ray’'s mom pushed past
and opened the door.

“Ashby Ray Reid, Jr. ... what on earth were you thinking bringing a horse in my
house and into your room? Get that horse out of here right now. | cannot believe you are
part of this, Thomas Ott. Ray doesn’t know better, but YOU do. A horse in my house.

A horse. Your father will not be impressed by this shenanigan. He will be home soon
and | cannot wait to tell him. Get that horse out of this house NOW.”

Ray knew this afternoon would end badly. His father would be mad. After his
mother stormed downstairs, threatening death itself if Blackie broke anyhivegys as
he was escorted out of the house, Tommy and Ray began the long process of getting
Blackie down the stairs. As much as Blackie had disliked coming up the staikgde li
going down even less. They pushed and pulled and pushed and pulled for a long time to
get the stubborn creature downstairs. After he was in the barn and Tommy had left—
Tommy knew better than to stay around and wait for Ray’s father to show up—Ray

waited on the steps of the house for his dad to drive up.
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Decisions.

three piles in the living room: trash, donate, keep

we worked room by room,

sometimes a closet took a day

tough decisions

each item had to go in a pile

to get the house ready to sell —

to get my mom out of the house

so she could move on

ukelele (I never heard her play) — keep

needlepoint on a large stand (started but not finished) — trash
nutcracker set (with daunting metal utensils) — donate
| brought out each item and waited and watched,
forcing her to choose,

to move beyond hesitation

no use to anyone went to trash

no use to her went to donate

still had a use went to keep

staging her house, creating a place someone else would want
so she could move somewhere else she wanted to be
sorting out the things remaining

from a husband that was gone
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deciding what could be part of a new start
letting the rest fall away

hoping it would take the emotions too
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Quilt. (Figure 2.)
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July 11, 1991.

| was late. | was almost always late. | am almost alwags lavas headed home
to meet my mom at the farm. | was leaving Charlottesville headed south towards
Culpeper. It was a drive | was familiar with. It took me an hour if | drase br an
hour and fifteen minutes if | drove at the speed limit. | was having a lot of trgetiieg
out of Charlottesville. | was sitting in traffic with my stomach churnihdidn’t want to
be late to meet my mom. She had enough to worry about. | sat and sat and sat and sat
with my car barely moving. Finally, | began to see lots of flashing lights ahzeca
there was a bad accident. The number of emergency vehicles indicatetiddabaéten a
serious accident. | felt badly for the people involved, but was consumed with lieing la
As soon as | passed by the accident, | was able to drive at highway speeds. A f
minutes later, the accident was a distant memory.

| finally pulled off the highway and began the last stretch of driving to the farm.
was cautious on the gravel back roads because of my own serious accident flpping m
mom'’s car shortly after | got my driver’s license. As | pulled up in the baokirfiouse,
my mom ran out the door. She said, “I think they have a heart for your father. We have
to go to the hospital.”

Since the Christmas when | was five, | thought of my dad as someone who was
sick. That Christmas he had been fighting the flu for several weeks. He wek S@si
he couldn’t assemble any of the Christmas presents | had received. Thdiavass
important to me. 1didn’t care about the flu; | cared about having my Snoopy wardrobe

box assembled so | could play with Snoopy and his outfits.
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A few weeks later, he was still sick. | knew things were happening, adgsthi
but | didn’t know exactly what. My mom sat me down at some point and told me that
dad was sick and | would have to be nice to him and not run around or be loud; he needed
rest. | know now he was diagnosed with cardiomyopathy. The cardiologist suggested h
would have ten years to live; there were drugs that would help his heart continue to
function in some way for that long, but not forever.

My dad was older—40 when | was born. Being sick made him seem even older.
There was a cycle to his illness. He would begin to cough more and more until he
couldn’t sleep lying down. He would sleep in a recliner in the family room. My mom
listened to him cough incessantly, but it must have meant more to her. To me, it was
annoying. To her, it meant time was ticking. The coughing would increase until he
would go in the hospital with congestive heart failure. He would be there for a while and
commit to healthier living, committing to stop smoking. He couldn’t quit. A smoker
since his army days during the Korean Conflict, he was addicted to caffeinecatideni
| knew never to do anything that might upset him until he drank coffee and smoked
cigarettes.

So the cycle continued until the end of my freshman year in college. | knew he
was getting worse and my mom was miserable, but | escaped it in doyiégeing too
much fun. During beach week, my mom called to say he was in the hospital again. |
drove a friend to the airport and drove home knowing that things were worse than they
had been, knowing he likely would not get better this time. The drive was emotional.

Freshman year of college was over; | had to deal with everything | had beenggnor
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He was really sick. The doctors told him there was really nothing they could do
for him. They suggested he go to the state medical hospital and get on “ther st” f
heart transplant. Mom and | drove him there; he smoked his last cigarette ame¢he dr
down. My mother used to sing a song, “Tell St. Peter at the Golden Gate/you just hate to
make him wait/but you gotta have another cigarette.” | knew the song was one way of
annoying my father and also letting a little bit of her frustration out. Itkéking about
that song as we drove down the interstate with the window cracked so he could finish his
last pack.

We checked him in and they put him on “the list” and we waited. He
deteriorated. | moved in with a friend in Charlottesville, got a job, and took summer
classes. Almost daily | drove from Charlottesville to Richmond and back again. Dad
kept getting worse. Doctors sedated him so his heart and lungs would experience less
stress. Eventually, they put him on a heart machine that did the work for his heart. He
was sedated all the time. | came to the realization that he was galigg tl think | was
ready for it. Mom was staying at a house for families near the hospdah’tlimagine
what her days were like. Friends visited, but left shocked. Dad went down fasdt be |
ton of weight.

Mom hadn’t been home in weeks. She wanted me to meet her at the farm and
then we would go to the hospital together the next day. | think she knew he couldn’t
make it much longer. He had developed a lung infection. Mom hadn’t told me because
she knew what the infection meant: they wouldn’t give him a heart even if onedecam

available.
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That night, | pulled up at the farm and mom said, “I think they have a heart for
your father. We have to go to the hospital.” Mom got in my car and we left. | don’t
even remember going in the house. We stopped in Fredericksburg and | used a payphone
to call and see if they had made a decision about giving him the heart. There was a
committee that voted. The transplant coordinator told me they were going to doft. |
back in the car and told mom. We got back on the road and kept going. We didn't talk.
We pulled into the parking lot and went to the front desk to find out where to go. |
remember saying, “My dad is having a heart transplant. Where do we go?” rd/e we
told there was no special place. We sat up all night in the main reception area.

A nurse came once to tell us things were going well. The heart had arrived and
my dad had been put on a bypass machine. The surgeon came down about 6 a.m. to tell
us it had gone well. He said that the minute they put the heart in, it had started to beat
Usually, hearts had to be shocked to get them working again. He also said my dad’s
color improved right away; he had color back in his face.

That morning began a long process. He didn't leave the hospital for two months
and ended up back in the hospital in four months because the lung infection never really
had gone away. He lived for 10 years with that heart.

My dad was someone who really liked to know things. Donors are supposed to
remain anonymous, but they have receptions for the families each year to show them
what the organs have done and the lives those organs have saved. This is the story of my

dad’s heart: a young woman was involved in a horrible car accident driving south on the
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way out of Charlottesville. She experienced head trauma and died immedigiabged

that accident. That accident made me late. That accident gave my dauaslOfyie.
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Character 2: Wife
Refrigerator list.

door
Hershey’s chocolate syrup

ginger miso dressing

Kikkoman lite soy sauce

Grey Poupon mustard

Heinz ketchup

Macon-Chaintre white burgundy wine
Dinosaur habafiero hot bar-b-que sauce
tomatillo salsa

capers

| Can't Believe It's Not Butter spray
strawberry-raspberry preserves
carton of egg whites

South Mountain Creamery nonfat milk
South Mountain Creamery 2% milk
apple juice

shelves
3 cartons large eggs

6 plain yogurts
box of salted butter

box of unsalted butter
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Ziploc with pepperoni pizza slices

Ziploc with Hawaiian pizza slices

roasted chicken

macaroni and cheese

homemade blueberry sauce

takeout container with partial veal chop
Ziploc with half of a peanut butter and jelly sandwich
8 cans of Diet Dr. Pepper

cantaloupe

raspberries

peaches

blackberries

blueberries

cherries

onions

green pepper

baby eggplant

beets

Whole Foods container of gazpacho soup
Gardenburgers

3 bags Western Bagel whole wheat bagels

1 loaf whole grain bread
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1 pound bacon
Starr Hill India Pale Ale
Dogfish Head 60-Minute India Pale Ale

Dogfish Head 90-Minute India Pale Ale
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Barnwell.
| am not a resident of Barnwell, but it became part of me 15 years ago.
—_—

While we were at Veterans Park for the July 4th fireworks display,

Lee Greenwood’s son@god Bless the USAlayed four times. Patriotic songs played
throughout, but that song was repeated. | had heard the song and somehow knew the
lyrics; | was surprised that it played so many times during a one-hoadpdtach time
it played, | found myself singing along, mouthing the words and feeling a aiymide.
Many in the crowd of 300 or so were also singing along:

And I'm proud to be an American

Where at least | know I'm free

And | won't forget the men who died

Who gave that right to me

And | gladly stand up

.. hext to you and defend her still today

Cause there ain't no doubt | love this land

God bless the USA.

A handful of men and women stood during this song and placed their hands over
their hearts, likening this song to the national anthem. The song seemed appfopriat
Barnwell, South Carolina. | wondered why—in a county of just under 23,000—this
particular song was played frequently. Also, | wondered how | knew the lyrits wel

enough to sing along. | don’t remember hearing this song more often than otlodicpatri
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songs. For some reason, it had stuck with me as it had this crowd, and many seemed
struck by it. People seemed to appreciate the repetition of the song, somethliag fami
and stirring on a day when that was what Americans wanted to surround themsttlves wi
Veterans Park felt like a fitting place to be. The park is located neairpiost. |
didn’t know Barnwell had an airport until this visit and can’t imagine there is a lat of a
traffic there, but their visitors’ bureau can claim an airport. The park was anielgen f
with large metal flagpoles displaying the American and South Carolina flage i
center. An old tank and helicopter were stationed in front of the flags. The helicopte
was suspended on a metal pole poised to take off against the skyline. This was a town
where service was important. | knew their National Guard unit had been dispatched
twice—once to Afghanistan and once to Irag—uwithin the last five years.
Seeing the fireworks at Veterans Park was a perfect way to underfstaiotvh
and its people. Barnwell, South Carolina, holds special memories for me. # [date
| grew up or a place | visited as a child, but is a place | have been comarghe fast
15 years. Ever since Colin and | began dating, | have been coming here. Barhvgell i
“home place,” the place where his grandmother and grandfather and much of his
extended family lived and live. Many of them have passed away now, and the younger
generations have moved away, but some, including his grandfather, remaiwhéire
the family land is: land that has been in the family for hundreds of yearsareslan

important piece of the family history, livelihood, and future.

*k%k
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Fred Whiting Clark worked for the power company before the great war, World
War Il, broke out. He had managed crews that brought power to people who didn’t have
power, running the first power lines across Barnwell County and many other edantie
South Carolina. That is what brought him here. It was part of the territory hed:overe
He brought power to Lorraine Kearse’s family and won her heart. He had bluitiel a |
about the distance of her family’s home to the next one over so he could get them power.
Seems a small price to pay for the wife he got. Lorraine had grown e asly
surviving daughter in a house full of boys. She grew up on the farm, but was most
definitely a lady. She had gone on a blind date with Senator Strom Thurmond, but Fred
won her heart.

After retirement, Fred and Lorraine had built a home on their land here and left
city life in Decatur, Georgia, for country life as tree farmers in Bathhwi hat was how
things were when | met Fred and Lorraine. My first Thanksgiving in Barraftel
Colin and | began dating, | was introduced to the large family | had not known as an only
child. This family was all about family—and food. | learned at that firsinkkgiving
by the graciousness with which | was treated by such a large number oéstrand the
Styrofoam plate platter | was given and told to fill up with food.

Fifteen years later, the family and food remain the same. | married @dlwe
have a daughter, Rachel. Rachel was the first great grandchild. kel larought joy
at a time of sorrow: Fred’s wife Lorraine became sick and passediawsy/months
following her birth. Several of the people | met at that first Thanksgiving pessed.

Uncle Grady, who showed us the menu from Thanksgiving dinner on the USS Arizona
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shortly before he left the ship and Pearl Harbor happened, is gone. Aunt Lula, who was
known as the life of the party, laughing and telling stories, is gone. Aunt Esther, who lost
her first husband in the war and married H. A.—Henry Angus—and lived her life as a
farmer’s wife, is gone, too. Most important to me, Lorraine, whose recipaKermix
cookies reminds me of what an incredible cook and woman she was, is gone. Those who
remain are older and more wrinkled, but even more beautiful. Barnwell is anpleoe
you visit graves; we go to the cemetery to see Lorraine, or as Judytcefar, Momma.

| think about all of the places | have been for the 4th of July and what has taken
me there. This year, Colin, Rachel and | had planned to come to Barnwell, South
Carolina, to spend time with Colin’s grandfather and Rachel’s great graedf@&randpa
Fred. Colin’s parents, Chuck and Judy, were going to make the trip with us. About a
week before we were supposed to leave, we learned that Fred had fallen and been flow
to the state hospital because of bleeding in his brain. We had still wanted to come and
visit with him even with an uncertain future.

Fred is 94 years old, and, until the fall, still driving and still living by himself
15 minutes from town. He had finally agreed to leave his house within the next year.
This agreement was based solely on the fact that his driver’s license veasemewal,
and he figured they would not renew it.

—_—

| felt a rush of patriotic emotions as | watched the fireworks over the take a

heard the music. My eyes filled with tears at thoughts of soldiers, boys fnmwéhkin

their teens, sacrificing themselves for others. At one point the announcettsaid, “
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important to support our governmerd matter who our leaders atel found the
statement—and the speaker’'s emphasis on the ending—unusual and decided the crowd
may not be filled with supporters of the president. The crowd was mixed, White and
Black, but separate; | only saw Whites sitting with Whites and Blattksgswith Blacks.
Children were running around in the dark as the fireworks went off. The groups of
children were either White or Black. | thought about how often color wasn’tiaatish

in Washington, D.C. | felt that it was still very much a distinction in this Isoah.

This celebration seemed so different than what | would have witnessed on the
mall in D.C. There was something genuine and sweet about the hometown feel. People
knew each other and spoke to each other. People sat in chairs, watching thr&direwo
and just seeming to enjoy the excitement of what was taking place. | felbhtoent
spread over me as | sat and looked out on the lake and watched the colors flash in the sky.
| was sitting with Colin, Rachel, Chuck, and Judy; people who mean the most to me,
which seemed to be what everyone else in the park was enjoying, too. The groups
scattered around in chairs and on blankets were close; this was a day to be surrounded by
what mattered.

The grand finale of fireworks ended on the refrain of the song. | wondered if the
event planners had timed it that way intentionally. | felt closure asfawédterans Park;
this was a perfect way to celebrate what was and is America: people whindieglys
about what it means to be American, people willing to fight in Iraq or Afghanistan to
ensure my freedom, my democracy, no matter who our leaders are. | looked over at

Colin who seemed to fit here as much as he fit in Washington, D.C. We packed up our
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chairs and drove out of Veterans Park directed by the police. Everyone was polite, taking
turns merging. | saw this as something quite different from Washington, too, but
realized:

Cause there ain't no doubt I love this land

God bless the USA.
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Art print.  (Figure 3.)
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Anniversary card.
August 7, 2010
My favorite days since 1999 —

1999: August 7th, of course, and after that our first night at the Inn at Depohélill, t
same day we let Bonny Doon introduce us to a love of wine and its possibilities

2000: Our first night in the magical town of Crepon, when we found that little restaurant
with the dog

2001: Our last day with your dad — that’s the closest I think | ever felt to you and you
history and all that you are

2002: Either the day we hiked up Dorr in Maine or the night we ate at Renoir in Vegas (a
town that surprised us both)

2003: Hiking to the waterfall in Kauai — amazing beauty and an extraordinary
accomplishment

2004: June 22

2005: The day in April that we bought the house we plan to live in forever
2006: Fried oysters and Funland at Rehoboth

2007: Going to lolani with you and Rachel — completing the circle

2008: Bouchon for breakfast or love the night before — hard to say...
2009: Our first night on Mull — lona to Tobermory to Glengorm

2010: Right now, sitting here with you thinking about all we’ve done and all that we will
do

| love you!

Colin
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Character 3: Mother

Art work. (Figure 4.)
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Splashes.

Elephant pool.

Mostly, the pool stayed propped against the shed in the backyard. By the end of
summer, it had lost the pungent plastic smell | remembered when | pulled ittbat of
box, unfolded it, and pumped it up. It was a baby blue pool no larger than a bathtub with
an elephant head facing outwards. The hose could be hooked up to it so water would rain
out of the elephant’s trunk. Rachel would sit in the pool in her swimsuit, smiling and
giggling. Carefree fun in her outdoor bathtub. Swimsuits look adorable on little girls;
Rachel wore a skirted swimsuit that fell partway down her chunky thighs wititearpa
of bright tropical fish.

| was ever-present and cautious, worried she might slip under the watamniéd t
for a minute. Her laughter matched my anxiety. She loved the water; | lovetivga
her explore to see what she could do with it. She began to understand that water was
portable. Rachel would take a bucket and fill it with water and dump it out of the pool.
This simple exercise required concentration but brought her much fulfillment. dite w
work for a while, pouring out water and then suddenly plop back down, sitting in her
outdoor bathtub enjoying the feel of the cool water covering her feet, knees, and thighs.
After a rest, she would resume her labors.

Work. Relax.

Wave crashers.

Rachel took off running towards the ocean. Tumbling into the waves oblivious of

undertow, she would fall down, get back up, and keep running without ever looking back.
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She knew Colin or | would catch up and swoop her up. She had no fear; she loved this
game of ocean chase. It was fun watching her plow into the surf, little agsgn
through the water, pushing it to the side. Fun but scary—scary she wasn’t scared. One
us was always on watch. You never knew when she would drop her yellow plastic
shovel and take off. Suddenly, she would realize the ocean was nearby. Instantly, the
shovel would drop and she would head off. Sometimes, she didn’t even take the time to
drop the shovel, clutching it as she ran down to visit with her new friend. The ocean had
called her name and she had heard it. She would run in, splash around, and sit down
whenever the water overcame her. The two of them would laugh at their fun, her mouth
crinkling up in the corners while the white foam laughed across her legs.

The two of them had an agreement to be friends; Rachel felt it was working out
quite nicely. | knew the friendship was shaky and worried that the first ienersled up
with her head in salty water she would cut her friend loose. She had a few sidepgays sli
and got salt water in her mouth and nose, but it didn’'t seem to slow her. She would
return up the beach holding onto a big hand, pick up her shovel, and resume digging. The
conversation was over until she heard her name again.

Come here. No fear.

Tub with a view.

Having her very own hot tub was Rachel’s favorite part about two weeks in
Hawaii. Even afterwards when asked what her favorite part of the trip heawosild
state, “The hot tub at the Maui house.” The hot tub was her preferred pool; she could

stand on the inside ledge and run around the circumference. It was fun to watch small
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pool toys bounce around in the bubbles. She was intrigued by the currents and how
certain items always went to certain spots and then struggled agairstthe move
elsewhere; the rubber duck would always end up on its bottom in the center. When we
were in the hot tub, her favorite people were present. She had both an audience and
willing participants for adventure. | would pull the string on the swimming frog laed s
would speed after him. | would move around—darting from one side of the hot tub to the
other—as she ran around the inside ledge. She would jump across the hot tub from ledge
to relatives’ arms, saving herself the run around. Sometimes we would sit on the outside
of the hot tub to allow her to have more running room. The hot tub became a stage and
she could perform and play. Getting her out of the hot tub required bribery, usually
shaved ice.

One time, she jumped off the ledge to cross sides without realizing how deep the
center of the hot tub was. Too deep for a three-year-old, so she went under. | grabbed
her and brought her back up, but she was scared. In that instant she came to see how
danger was present, too. She changed her opinion of the hot tub: “The hot tub is scary.”
She got back in the next day and continued her fun but she was suspicious, not quite as
free, and always looking to make sure one of us was looking, too. No more ledge jumps,
rather, calculated walks around the inner ledge.

No fear. Big fear.

Sandcastles.

Rachel was willing to build sandcastles, but even that was a negotiation in

distance: how close to the tide she was comfortable to construct. She didn’tridke be
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close to the ocean or close to where it slowly pushed itself and left foamy rem et
would survey the distance between herself and the water, planting herselfackbser t
dunes. She had an “ocean eye”: one eye was always watching where the waber wa
make sure she kept her appropriate distance. Dilemmas emerged over malkinig cem
She wanted water for her sandcastle; dry sand didn’t make for a well-katitigla
edifice. She would entreat me to go down and fill her pail with water. Only relyctant
would she go with me, sometimes pulling hard in the other direction as her feet met the
water. It was a struggle to fill up the pail in several inches of water, bubteerfdl pulls
gave me no choice. Her one-piece swimsuit had cherries on it, and the bright red
reminded me of her determined face, a face indicating deliberate boundariesdhkat
not negotiate past.

She would sweat and not be swayed to cool off in the water. That was serious.
The whole week at the beach was a standoff between her and the ocean; she seemed
unwilling to bend. She gave it looks, but never gave it the opportunity to win her back.
Cajoling could get me somewhere. If | held her in my arms she wasgatitligo in just
as far as my waist and her ankles, but that was it. The moment the deal was beken, s
began to scream and cry and kick.

Back to building.

Supergirl kicks.

She stood on the edge of the pool and jumped right in. | was still standing by a
chair working my way out of my swim cover-up and flip-flops. Before | could sfip of

my second flip flop, she was in. She reemerged from the water smiling attise.
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really warm, Mom. Just jump in.” | know it's not warm. | sat on the edge and put in my
legs, glad to keep everything above my knees out of the icy water. “Let’s heave a t
party,” she said. In that moment, | knew | would need to get fully in the water and
become playmate rather than reticent cement sitter. | gingergréolwnyself into the

pool, holding onto the wall to brace myself for the change in temperature. Bgfore m
waist was wet, she splashed me, acclimating me to the water so we can haae our
party. | used delay tactics.

“I want to see what you have been learning with Lizzie. Use your supergs| a
and legs to swim out and then back.” She smiled, assumed her swim stance, and set off
for several yards, head fully submerged. She stopped, looked up and around. | clapped
my approval. She turned and came back. | knew it was time. | splashed watenap agai
my suit to ease the blow.

She grabbed my hands and counted, “One, two, three.” At the count of three, we
both went under the water and sat cross-legged at the bottom. After our tea party wa
over we resurfaced. “Again, momma. Again.” It's cold, but head under water is big
stuff.

Worthwhile sacrifices.
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Calendar.
Monday: jazz class
Tuesday: ballet class
Wednesday: early release, play date with Claire
Thursday: soccer practice, Dr. Nelson
Friday: pizza with gran and grandad
Saturday: Emily’s birthday party, Sofia’s family for dinner

Sunday: soccer game, library
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Journal entries.

Entry 1: 6-19-10
| have a best frend. Her name is Grace. We like to play play play. We have a lot of fun
fun fun together.

Entry 3: 6-27-10
| like ketchup. It is made from tomatoes. | put it on all sorts of food like noodles, carits
or strawberries and all ather foods.

Entry 7: 7-10-10
| have a garden. It looks like a jungel. The garden started little and got bigérdbe
larger.

Entry 9: 8-6-10
| can swim a lap a real one. | learned it from my techer Lisie. She is fun.

Entry 12: 8-22-10
| like to boogie board. | lerned it this year. My dad tot me.

Entry 15: 8-30-10
| learned to make dirt and worms at camp. Dirt and worms is made from chocklit
pudding, crushed oreos, and gume werms.

Entry 20: 9-4-10

Yesterday | went to the farmers marcet. | sampled strawberry soriets yumy. |
sampled cheese from Mr. Behm. Daddy bot lots of vegetables.
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Character 4: Teacher

Introductory letter.

September 5, 2010

Dear Students,

| am writing to introduce myself. My name is Ms. Rushing and | will be your
English teacher this year. My full name is actually Ashby Reid RusHitygfirst name
is a bit unusual. Itis a family name; it was my father’s first name andthisrfs first
name and so on. | am an only child so I think that is why | got stuck with it.

| grew up in two places: Gaithersburg, Maryland and Culpeper, Virginia. My
family lived in a house in a subdivision in Gaithersburg until the end of fourth grade.
After fourth grade, my family moved to Culpeper, Virginia and we lived on a-three
hundred acre farm. Being a “farm girl” was not something | enjoyed attbebecause
| moved from being close to everything to being fifteen minutes from town. Now, |
appreciate the views of mountains and fields that | saw driving to school!

| went to a very small school; there were only 400 students in the whole school in
kindergarten through twelfth grade. There were only twenty-six people in mhyagiag
class! Before | could drive | had to ride the bus over one hour each way to get to school.
It was a long day.

| went to college at William and Mary in Williamsburg, Virginia. As an kshg
major | read a lot and | wrote a lot. Williamsburg was a fun place to Ihag b season

pass to Busch Gardens so | could go ride a roller coaster whenever | wanted.
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After college, | moved here. | got a job in a small law firm. One of thedesvy
was a mystery writer so | got to help him do research for his books and edit mg.writi
Working with him helped me become a stronger writer. While | worked thstaytéd
school to become a teacher. After | finished my master’'s degree at Géaspengton
University, | became a teacher.

| started at Madison Middle School and then went to Johnson Middle School
where | had done my student teaching. | tauffigrade at Johnson for three years.
Along the way, | started school again so | took a leave of absence for one yeaulsb
go back to George Washington University full-time and complete much of my course
work for my doctorate. After a year away from students, | was anxious bagkein a
classroom and | ended up here. This is my eighth year at Washington Middle School and
my twelfth year teaching.

Five years ago | found out that | had become a National Board Certifiedefeach
| began the process the year before. It involved taking tests about my contest),Engli
and about teaching. | also had to make videos of classes and analyze them so there was
lot of writing. It takes a long time to find out if you have made it but | did. Therata
least eight other National Board Certified Teachers at Washington Midab®ISc

| am working on my dissertation right now. | defended the first three chapters
called the proposal in April and plan to defend this research in December. | Will fee
accomplished when | have successfully defended my dissertation. Aldlohave more
time for other things again. | spend every free minute — and much of the nightng.writi

The dissertation — explaining the research | did and what it meant — will benaver
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hundred pages when | am done! Since this is such a big part of my life right ndw | wil
be telling you about my research and my writing.

My husband, Colin, is a lawyer who works in the music industry for a
performance rights organization; he works to protect artists’ rights andeeasists get
paid for their music that is broadcast over internet and satellite. We bsadottof
music and try to go see bands when we can. Our daughter Rachel likes TheBéight
Giants — we took her to their kids’ show last year — and Taylor Swift. | am gldor Tay
Swift has a new album coming out in October because Rachel knows all the words to her
songs and | want to hear some new ones!

We live here in Maywood so we can walk to Baskin Robbins! Our house is a
Sears’ kit home, ordered from a catalog in the 1930s and delivered by train. We moved
out of our house for six months last year so we could change it and add on to it. It was a
fun project because we got to make lots of decisions about how we wanted things but |
am glad to be back!

Our daughter, Rachel, is six years old. Rachel is starting first gt&jwing Hill
Elementary School. When | am not teaching, | am spending time with Rachel and Colin,
writing, doing Bikram yoga, cooking, traveling, reading books, watching movies, or
shopping.

| spent five weeks last summer at a nationally renowned project on lareyudge
literature called The Writing Project. | was part of a group of twentytéigehers who

met each day to write, share our writing, and teach each other the wayshveviging.
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| learned a lot and will be using a lot of it with you. I try to make sure théiraesfor us
to write each day and | make time to write each day.

| look forward to working with each of you this year. We will be working hard —
reading a lot and writing a lot. You and | will grow as readers and writepsehiiie
school year ends. | believe it is very important that each of you work hard amdtput f
your best effort. It is my job to help prepare you f8rggade, high school, college, and
life. 1 am always available to talk with you about anything so don’t hesiettop by
and talk to me or email me any questions or concerns that you have; it is my job to help
you!

| have three rules for me and for you:

1. Don't try to make something perfect.

2. There is no wrong.

3. Keep going under all circumstances.

Sincerely,

Ashby Rushing

140



Seventh grade English project handout.
What’s Your Quest?
Assignment Description: Treasure Islandvas about a quest, a search to find the
treasure. The novel was also about Jim’s search for his identity. You wié ergeual
representation of your own quest and the steps it will take for you to acconqalish y
guest. You will include potential obstacles or hurdles you will have to overcome. Your
guest will be depicted through words and visual elements on the outside and inside of a
box. You should think of your box as a portrait of your journey to accomplish your quest
and what it will mean to you and others to achieve your quest.
Step 1 — Outside Front
Who are you? How would you describe yourself? What are your strengths?
Weaknesses? What are your talents? What character traits elgserib What is your
position in your family? What are your hobbies? Interests?
Step 2 — Outside Back
Think of a quest you would be interested in pursuing. What are your dreams or
aspirations? What would you like to accomplish? This quest must be somethiymuthat
could accomplish in your lifetime. This quest must be something that can be done by an
individual.
Step 3 — Inside Lid
What are the steps to accomplish your quest? Make a list of what you will neeato do t
accomplish your quest. What things will you need to learn? Where will you nged to

to learn them? Who will help you? What resources are available to help yoaarg/
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the experts who can give you information to help you in your pursuit of your quest?
What books can you read? What classes can you take? How long will it take you to
accomplish your quest? What order will you need to do things in to accomplish your
guest? What support can others provide to assist you in your quest?

Step 4 — Outside Top

Who are the people that you look up to? Who are your role models? Who are your
heroes? What are some quotes that you find to be particularly inspirational? Wieat wor
of wisdom seem patrticularly relevant to your quest and the journey you wilidag&ach

it?

Step 5 — Outside Right

What are some of the obstacles you will need to overcome to achieve your Qufest?
are things that others might do to prevent you from completing your quest? What are
some things that may happen in the world around you that may prevent you from
accomplishing your quest? What are the unique physical challenges of yst# §Mbat
are the unique mental challenges of your quest?

Step 6 — Outside Left

What are some of the emotions you will feel as you work towards your quest? iHHow w
these emotions hinder or encourage you? How will you deal with these emotions?
Step 7 — Inside Box

What will it mean to accomplish your quest? What will be the results f& what will

be the results for those around you? Who will this impact? How will it impacitthe

What are the feelings or emotions that you will have when you realize you? ques
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You will use mind-mapping techniques to explore your quest. Afterwards, you
will translate all of the elements of your mind map into images, symbols, orsobjéoti
will use your mind map to help you plan your box. You will need to think of your box as
a visual representation of all of the elements of your quest.

Using your mind map, you will complete a design plan for your box. After you
have your plan, you will type all of the written components for your box. NOTHING
HANDWRITTEN WILL GO ON THE BOX. Afterwards, you will begin work on your

box. Follow your plan throughout the process Please refer to the character traits

sheet, list of found objects, and the artistic resource ideas presented in classatiBe!
Think outside the box!

Your completed box will be due on Wednesday, June 11, at 3:30 p.m. so that it
will be available for display the following evening. Only completed boxégwion
display. Please plan on working on your box at lunch or after school as needed. Each
day you will need to bring your folder, design plan, and components to gain entry.

The box itself, the mind map, the design, and the ways in which you approach

creating and completing your box will be graded.

143



Journal entry.

| feel trapped. | met with Catherine and Sarah today for a grade-levehtont
meeting. This year, we are supposed to meet three times a week with gehdedéent
teachers and two times a week with our teams. | am not eager to meet witin€athe
Sarah three times a week. | do not want us to all “be on the same page,” as &aitah cal
| like doing my own thing. 1 like the fact that | get to decide what is beshjostudents.
| feel my independence slipping away. With it will go my creativity. Whytdgust be
in my classroom with students? When | leave my classroom or have timewaken a
from my work with students, | am unhappy.

| also need to stand up for myself. | sat in the meeting today and never spoke up
about not wanting to do the same things. | was so secure in what | knew were best
practices when | started teaching. Why am | scared now? | know what fsrbray
students. Why am | going along with them? Their plan involves using the textbook and
the worksheets and assessments that go along with it. | rarely use ltbekex$o | sat
there as work was divided up and | have assignments to complete before our next
meeting—assignments | don’t want to do for activities | don’t want to do. Howgein |
out of this? | guess | can do the work and take their work, but then do what | want. This
seems ridiculous because of the time it will cost me. For nothing.

| feel as if | have lost confidence. | don’t think Catherine or Sarah isex bett
teacher than me. | don’t necessarily think | am a better teacher thanlthesnthink we
are different in how we approach teaching. | like to create all of my own nhatdria

know that what | do works. | know that the more students read and write, the stronger
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they will be as readers and writers. Having students read and write ahgstthey can
connect to or are interested in is a critical piece of my lesson and unit planningnatSo w
am | doing thinking it is OK to not teach the way | believe? Why am | soedoatout
doing things differently? | can play the game. | can use one or two of the esaahey
selections, but then | can branch out and do my own thing.

I need to be confident. | know what is best for my students. Teaching is a craft,
and | am practicing that craft when | create for my students. | do not walketthe
materials of others—textbook manufacturers or Catherine and Sarah—and weslit. dir
| can look for pieces of their work that might make sense for me to use. So Whalowi
when | get caught? 1 will need to be proud of my work. | will need to talk about what
students can do as a result. | need to stand tall. | felt so strongly whendl teacténg.
| met regularly with Diane and Katie from graduate school to plan and slea® il
need to get back to that. | need to contact some people who think like 1 do and
collaborate with them. The forced collaboration that | am experiencing g takiay
my confidence and creativity. | should be more confident now. | am older. | have bee

teaching for longer. | need to regain my conviction and voice. Get up, stand up.
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Award and note. (Figure 5.)
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Character 5: Writer
My writing territories.

feeling young and feeling old — too old for “Ms.” and too young for “Mrs.”
Bazooka bubblegum — how the gum never tasted good and the flavor was short-lived,
but it was fun to see the comic inside the wrapper — what else could comics make
better?
ice cream — how | never had an ice cream cone as a child and how much fun it is to
watch Rachel, now that | can overcome the mess and not worry about it, when she
eats them
dentists — how we make ourselves endure things that hurt because we know they
prevent greater pain later and how do you convince a kid of this fact?
backpack — how a fresh backpack and school supplies make starting school much
more fun
getting nervous speaking to groups for the first time — how my cheeks turn red and
burn
Rachel — how she makes faces at herself in the mirror like | did as a kid
holding someone — how | love to hold Rachel when she is sleeping or sick and how
much | enjoy holding and hugging Colin when | see him at the end of the day
my Aunt Ginny — how she seems to see the world so differently than me and is
always positive about people, places, and things — how her faith defines her — how her

paintings are a reminder of my grandmother’s artistic abilities
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running — how | never thought | would be a “runner” — the sense of accomplishment |
feel when | finish a run, especially if my time was better — how | run theiles-

loop around the monuments and feel connected to the “capital city”

Bikram yoga — how much | have learned to enjoy the practice of being in a hot room
for 90 minutes and complete a series of breathing exercises and postureslediow |
forward to the time when | am completely alone and focused on me

reading — how | love mysteries, the joy | get when | have free tineath and books

at the beach in the summer

St. EImo’s — the coffee shop where | can spend hours and drink lots of coffee
photographs — how | hate to have my picture taken but | love looking at pictures
where | look “good” or pictures where | — or Colin or Rachel or anyone in our family
— got caught with a huge grin, really happy, or even cackling

sleep — why don’t | get enough? Why can't | sleep in anymore? | remember
mornings (well, afternoons, really) of getting up at 11 or 12 and feeling so refreshed
Devon — my friend, riding in her Jeep with the top down, listening to 80s music and
laughing at silly things

Sarah & Liz — friends from college, girls’ weekends; last fall we im&ichmond at
Sarah’s house and went shopping and watched old movies snuggled up on the couch
chocolate — how when | was little | would sneak down at Halloween and stealsReese
cups from the front hallway and stash them under my bed

Halloween — the fun of costumes; Pippi Longstocking, Spelling Bee Winner, Princess
Leia
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school plays — the adrenaline rush of performing in front of an audience in high
school

No Child Left Behind — how the legislation has changed the way teachers teash — le
independence and creativity

diets — my obsession with weighing less and all the silly things | have donedo loos
weight

no-fat cheese — the lasagna | made with it and the plastic coating thed’hokleese
made

James Bond films — my interest in these old, and | realize sexist, spy films

toys — how | love buying toys so | can go into toy stores bravely — howy enjo
wrapping toys and presents up, knowing the wrapping is only temporary

shopping — how whenever | am really blue, some new thing to put in my house can
raise my spirits — or shoes: a girl can never have enough shoes

buttery popcorn at the movie theater — the olil it leaves on my hands, but the fabulous
melting taste it leaves in my mouth

Nags Head — college beach weeks that signaled the end of another year & batleg
one last week of tracking down people and spending time together

Paris — the wonderful feeling of walking in the damp cold in November down streets
old with stories hiding around curves and in corners

Williamsburg — how going back to where | went to college brings memories flooding
back; a sandwich at The Cheese Shop reminds me of lazy afternoons without classes

spent laughing and talking
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hiking — how much | enjoy climbing mountains and the sense of accomplishment
when [ finally reach the top and the helihiking trip | took to Canada with my mother
after my father died

Maine — where | would live all summer if | could and eat delicious lobster &ad ta

long hikes

Glee— how | have fallen for this show and its ability to make me giggle out loud and
be reminded of what high school was like

art — how much | love walking quietly around a museum and looking at art that
appeals to me and how bizarre some modern art is

laughing — how | used to blow milk out of my nose at lunch in elementary school if
someone made me laugh when | was drinking

Las Vegas — people watching — how some people seem to have so much money — the
excess, the show — how there are incredibly rich people walking next to very poor
people

Hawaii — spending two weeks there with our whole family — the drama — the fun — the
realization that there are places where you can go and be differentffereidi

the summer — that rush of feelings when the school year is finally over antthé¢he

lack of closure, the pit in my stomach the next week as | want to be back with
students, want to hear them in the halls again

driving in the country — the 45 minutes it took me to drive to school my junior and
senior years — driving on winding, country roads with no center lanes and always the

possibility of a tractor over the next hill
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Journals. (Figure 6.)
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Position paper for The Writing Project.

Writing

Writing is essential. | need to write. Daily.

Writing helps us understand ourselves; it helps us to come alive. When we write,
we make sense of things; we make meaning. Through writing, we understand. Inner and
outer. Ourselves and others. Our world and other worlds.

Writing is a unique form of communication because it allows us the opportunity
to get our thoughts on paper and edit those thoughts as they make their way from the
brain to the pen. It loops back when we read what we have written. This relay from
brain to paper and paper to brain gives us time to analyze and synthesize in a way our
thoughts alone cannot. We can think about things and understand them, but writing gives
us an understanding that thinking alone cannot.

Writing is connected to schema theory. The act of writing provides us with the
opportunity to be secretaries, filing away new information. As we write, we cbtme
the stories. We see all of the connections we have with what we have written. hiThroug
these connections, we label. The labels allow us to file the information away in our
brains, much like schema theory states that we connect new information andregser
to others to learn, and random facts are not retained. We do this when we read or when
we speak, but when we write, those connections are more likely to happen, and there is a
greater opportunity for us to make more of them as we spend time on a topic or idea.

Writing is story. Stories are what we are surrounded by and what make us up.

What we say doesn’t necessarily last; what we write does.
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The Teaching of Writing

Writing is essential. Students need to write. Daily.

How many days went by in my classroom when my students and | did not write?
Too many. We will write every day. | will write with my students and make that |
share with them as much as they share with me. | need to do what | ask them tesdo. Thi
is where | started 12 years ago, but | have gotten away from it. | now kmed lto
write with them. In part, this is purely selfish because | now recognize humlv hiearn
by writing and know that | need to write at each opportunity | provide student&ndVri
is a powerful thing.

Students need opportunities to write about what matters to them, topics they can
connect with and connect to. Informal and formal.

Students need to laugh out loud. Writing and hearing others’ writing should make
them feel. My writing classroom should be a place where students share \ating t
evokes a variety of emotions from both reader and audience. They laughed, they crie
they ...

Students need a variety of audiences. They need to share their writing with me,
other students, their parents, and the wider community. Students need to know in
advance what the expected audience will be for any writing that they do. Ay/driet
audiences helps students develop their voice. Students need to share writing in small
groups and get feedback. Small groups allow students to make more intimate

connections.

153



Writing allows reflection. Students can reflect on learning experiendesten
reflection is one way students can make sense of things. Students need to reflext on wh
is happening in and out of school. Adolescents go through so much that they can better
understand if they write about it. Personal writing gives them a place tpfrgate out
what is important to them.

Teaching writing is about learning. We all have something to learn fram eac
other. We all have an obligation to understand each other. Writers learn by amiing
sharing their writing. Teachers learn by writing, sharing theiivgiitand hearing
students’ writing. The shared experiences are learning experiences.

The Call of Writing

Writing is essential. | need to write to learn. Students need to writerho lea
Dalily.

Humans make sense through writing. Having students write about a topic can
help ensure they will remember it; the information will be stored. Throudmeyri
students process and understand new information. Any time students need to make sense
of something, they need to write about it.

Writing is one way we can take what we encounter and understand it. We learn
by reading and talking, but through writing, we learn in deeper and more complex way
because of the process of writing. In writing, we form the word and through it we
represent the world. The words of writing allow us and others to better see ti@amabrl

to form deeper understandings. In this way, writing serves as content and context,
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depicting the world around us and allowing us to present an analysis of thatViwordd.

Dalily.
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The skin underneath.

With a high school graduating class of 26, there was little opportunity to reinvent
myself until | went off to college. When we graduated, | had been in school wittomos
them since sixth grade. A few times in high school | went away to campe Wwtiein’t
know anyone, and these were chances to be someone else and to be more of what |
thought was myself.

After ninth grade, | went to writing camp. This was two weeks of living in
college dorms and experiencing a level of freedom | hadn’t known before. | didn’t
appreciate the advantages of freedom until | returned home. At camp, | coulgp &y
talking to people or listening to music in dorm hallways. We could take walks with
friends or explore the campus. We could make late night runs to the convenience store
for unhealthy food and soda. Home seemed much more restrictive. There was no one to
talk to and nothing to do living on a farm 15 minutes from town.

| was nervous to go to camp. | didn’t know anyone who would be there. What if
no one liked me? What if | had to read my writing out loud and people laughed? What if
people thought | was fat and ugly? | was consumed by the “what ifs” on the driee ther
| was also consumed by wondering if my parents would embarrass me. | tdlviige
| stuck out since my parents were older. | also thought my father stuck out in hisyjcowbo
boots and no-nonsense talk. He would say whatever came to his mind with little regard
for his audience. | think he enjoyed being a bit of a cowboy—someone who stood out.

At the time, | didn’t recognize that | was looking for the same thing.
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Looking back, | realize everyone is insecure; | assumed | was the onlyhone w
was less than perfect and had weird parents. | also failed to recognize thatlbwidr
kids being dropped off at camp meant no one really noticed my parents; thepavere t
busy trying to deal with their own. | wanted my parents to leave quickly before they
could share anything that might embarrass me, such as having a stuffed dog naimed But
that still stayed in my bedroom.

| reinvented myself as soon as they drove away. At the time, | held asserio
grudge against my name. | associated “Ashby” with the different fbhrad been
called, some mistaken and some intentional, from elementary and middle school. There
was the assumption and misread that my name was “Ashley” and then thereevere t
taunts or mispronunciations such as “Assby.” “Assby” worked with my insexsuriti
about my size and prominent backside to make me hate the name, correctly octigcorre
spoken. When | arrived at camp, | dubbed myself “AJ,” an abbreviation of my first and
middle names, Ashby Jean. The name change was liberating. AJ was a new person, a
person who could like her own music. At school, | had met expectations and tried to be
like everyone else. Everyone listened to classic rock, so | forced ny$ikd The Who.
Becoming AJ helped me become someone who would state she liked the Indigo Girls and
Tracy Chapman.

At first, | didn’t look or respond to “AJ,” but | quickly felt that it was me; | could
be AJ easily. Other things seemed new, too. People looked at me. People wanted to get
to know me. People wanted to talk to me. All of this surprised me. | had spent years

with the same small group, and we didn’t have much to talk about. Everything we had
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was in common. We took the same classes and did the same things and played the same
sports. Twenty-six people in Latin Il. Twenty-six people heard our headmagter ra
against our American television generation who would be ruled by Japan. We had all the
same stories and the same information.

At camp, everyone was different, which was exciting. Writers’ camp drew
group of people who wanted to be different. We would sit and talk for hours. Boys and
girls. At school, lengthy conversations were rare and usually only betwésenRgople
shared ideas and opinions and music and ways of thinking. | was quiet initially and then
joined. | remember people listening to me, listening to what | had to say and responding
| remember the counselors and writing teachers listening, too. At school, asywdes
often dismissed or they weren’t exactly what teachers were lookinthéyweren’t
“right.” My English textbooks have all of the answers written in them. Thasene
discussion or debate about what the thenfeapédise Lostnight be or what theme was
supported by my reading of the text. | was told the theme. | wrote in the margin,
“Theme: justify the ways of God to men.” | memorized that theme for a test on John
Milton. Did I truly think about it? Did anyone ask me what | thought the theme of
Paradise Losmight be? No. So writers’ camp was different. Someone would read
something he or she had written, look up, and say, “What do you think?” Those words
sounded wonderful to me.

It was the first time | made friends with people who talked openly about
differences in religion. | had never known anyone who was Jewish and | wgs reall

intrigued to hear her talk about the celebrations, holidays, and traditions thdbreeye
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to me. The world seemed larger after hearing her talk about the spesmbogrher

family did each Friday to begin Sabbath. | discussed and debated abortion with two of
my new friends, who had different opinions but felt strongly. They respectfully
challenged each other and raised interesting points. | sat on the sideloreguaping

in to add my opinions, too. | felt important in conversations. | felt like | had a lot to
learn, but the knowledge | did have was worthwhile and worth sharing.

I quickly formed a group of friends. The group had boys and girls in it. Boys
seemed interested in me for the first time. Interested enough to have dxtende
conversations. | don’t even remember what we talked about, but | remember sitting
outside the dorm suite one night with John and talking until 2 a.m. It was wonderful
staying up until 2 a.m. It was wonderful talking to a boy. The boys at school knew me
too well or didn’t know me well enough to have long conversations with me.

On our first Saturday, everyone in camp went to a lake. We spent the whole day
there, reading lazily, talking lazily, and just feeling lazy about who we.w&r@mplete
feeling of comfort—comfort in my own skin—is what strikes me about that day.nt spe
all day in the sun enjoying this new place and new friends. 1 forgot to put on sunscreen
and got a sunburn, which made everything hurt. Everything hurt. And yet it didalt. | f
so comfortable that the pain was minor. | felt like my skin fit; my skin wasn’etuny
| was hiding underneath a school uniform. My burned skin felt good to wear. | wlas gla
to have that skin on.

As the second week drew to a close, | started to peel. Somehow the skin coming

off reminded me of the person | was underneath and who | would be when | went back to
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school and became one of the 26 again. | would tug at the skin, knowing that each piece
| pulled off took me back closer to being Ashby and closer to the person | had been able
to leave behind. As | peeled my skin, Ashby came back.

Leaving camp was difficult. My sophomore year of high school was bettes; | wa
more secure in myself and less worried about fitting in with the other 25 people. M
worried about being happy and about having conversations about things. When | went
back that fall, | must have seemed aloof. | remember people remarkingvesat
different. | bought a pair of purple suede shoes and wore them as a sign thdbheras
being like everyone else. | became someone whose shoes stood out even if her uniform
held her back. | became someone who decided whether or not she liked something based
on her own feelings. My style emerged. | spoke out every now and then. | continued to
write the theme in the margins, but | began to think about it more, to think about what
other themes were there and what connections | could make. | began to fedikeside

the person college allowed me to be on the outside years later.
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Character 6: Researcher

National Council of Teachers of English presentations.
“Immigration Imagined & Re-Imagined: Using iMovie, PhotoStory, and Podcast to
Create & Connect Storiegiresented at annual conference fall 2009.

“X Marks the Spot: The Real Treasure in Treasure Islgmetsented at annual

conference fall 2009.

“Creating the Map after Choosing Your Destinatiopfesented at annual conference fall
2007.

“Literacies in Someone Else’s Shoes: Two Middle School Units that Follow a Different
Map” presented at annual conference fall 2007.

“Applying the ‘Slinky’ Model to Secondary English Methods: Moving Back and Forth
Between Individual and Collective Notions of Teaching and Learning Englrelsénted
at annual conference fall 2003.

“Orchestrating Mutiny in the Classroom: Classroom Teachers Discuss Their Own
Experiences in ‘Giving up the Shipdresented at annual conference fall 1999.

“From Theory to Practice: New Teachers Struggle to Bring Literature Alive inelThre

Diverse Classroom Settinggresented at annual conference fall 1998.
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Books. (Figure 7.)
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Meeting with dissertation chair.

Sell it. Sell it. Sell it. If this were a product, what would it be? What would the
slogan be? Where did this all begin? Oh, yes. | remember. It began with me wanting to
do research that was both meaningful and personal. It began with questions about
knowledge: What can we know? How can that knowledge be represented? How can |
make someone else connect with the knowledge? How can | make someone else know?
What can we know? How can this knowledge, the knowledge | will create, be usefully
represented?

Yes, these were my questions when | decided | was really interested in exploring
my teaching identity, the person | was and am in my classroom. The big question that
swirled through my mind had been, “So what?” That was the question | always tried to
keep in the forefront of my mind. | tried to make sure | answered the question in every
piece of writing | did and every assignment | crafted for students. | knew it was a big
guestion | would need to explicitly answer in my research IF | could get Dr. Paley to
“buy” my dissertation.

Ashby looks at Dr. Paley. Nick. She thinks about names to distract herself.

| am getting old. Am | 37 or 38? Why do | have trouble remembering the older |
get? Rachel is five and | had her when | was 32 so what does that make me? Right. 37.
Until May. | am digressing. At what point do | stop saying “Dr. Paley”? It is a sign of
respect; it is his title. It is important to acknowledge that, but I know him well. Are we
friends? “Nick” implies friendship. | met him 15 years ago in one of my first graduate

courses. He taught the History of American Education, a course that certainly shaped
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my teaching identity. | refer to him as “Nick” to others and in emails, but | am not sure |
am quite ready to drop addressing him as “Dr. Paley.” Titles are complex. On the one
hand, they represent work and work should be acknowledged. On the other hand,
relationships extend beyond titles. It seems as if I know him well enough to call him
“Nick.” Would Nick be surprised to see | have Emily Post on a shelf at home and thinks
it is still important to follow the established conventions of etiquette? What is the
etiquette for selling something to your dissertation chair?

She knows he is thinking and wonders what he is thinking. At this point, she
imagines the thoughts swirling around inside her chair’'s Heatdhe crazy? A
multigenre dissertation? An autoethnography? Performance autoethnography? How
will this work? How can she pull this one ofhe knows these thoughts because she
had them first. She had even worse one¥Vill.the faculty come to my defense and
laugh at me or ask me questions about REAL research? | can be a risk-taker. Will Nick,
will Dr. Paley, take the risk, too?

The meeting started out like this ... doctoral student walks into her committee
chair’s office. She knows they will leave and meet somewhere else to avoid the
institutional feeling that his office and the architecture of the education semawmiate.

They find a bench and sit down. She says, “I have a plan. | can do this. | am ready to do
this. There is a lot of work to support what | am going to do. It is different, but it will

work. It will be my story, but it will contain elements that will be applicable wider
audience. Other teachers can learn from my experiences and analysis. Both the

methodology as well as the research itself will be useful to others. Therthare
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looking for ways to represent research in unique and different ways. Foswiterare
researchers, this way will be meaningful. Writing will allow me toteréata. Writing
in multiple genres will allow me represent knowledge. | know through writing.ingrit
will allow me to share the knowledge | am creating. The only way fdiorde this is to
write. It has to be a format that will allow readers to know, t00.”

She is sweating. She looks down to make sure she is not wearing a green
polyester sports coat, wondering if she has turned into a used car salesmats [Biok Si
and waits, ready for her chair to come back at her with concerns, questions, and the
number of a good psychiatrist.

He is wearing sunglasses. | hate sunglasses. Sunglasses block the eyes. | need to
see his eyes so | can get some hint of what he is thinking. Sunglasses obscure someone’s
thoughts. Not a bad idea, though. Could | wear sunglasses at my defense? Will there be
a defense?

She does what she usually does: she talks. She doesn’t want to give him time to
think. She launches in again pulling from a stack of books and printouts. “People have
done this. Not here. But people have done this. | found a multigenre dissertation, too. |
can send you the link. There is an entire book on autoethnographic methods. | have it
here. | ordered you one, too.” She thinks the prospect of a book will add support to her
case.|l was smart to order you a copy of the book so you would not have to track it down.
Another thought flits across her mintt.is true though that anyone can write a book

about anything and it doesn’t make it real or true.
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She talks faster. “I want to do research that matters to ME and | wanteo writ
about it in a way that is meaningful. This would be both. It is what | care abdom.”
are blabbering, Ashby. Stop iBhe tries to look like a puppy dotylaybe the breed of
dog that is all wrinkly would help. What are those dogs? OK. | will settle for looking
like a Basset Hound. Sort of fits me anyway and | used to havé&beesmushes up her
face as she finishes.

Her chair is looking at herSpeak. Why won't he speak? Process please. Say
something. NowShe continues her expectant puppy look, but is moving to what could
be considered imploring, maybe even begging.

Her chair says to her, “Let’s talk this through. Then | will go and read what you
have for me and we can talk agaitWhy is brevity something she cannot muster but he
seems to be able to without any thought or €tfokt least this is a start. She feels the
trickle of sweat dropping down her badkhope | don’t have visible sweat rings. What
time is it? | have to back at 12:45 for my next class. Why do | try to fit it all in? 1 think |
can teach my seventh graders and then run out of the building and get to downtown D.C.
and have a meeting and then get back again to teach my afternoon classes. | am always
rushing. What is it | am teaching this afternoon? Back on track. Focus on this right
now.

She sits still while he looks at what she has given hirthis were an
advertisement, it would have a slogan or catchy phrase: Is it live or is it Memore? Is i
live or is it multigenre? Good to the last drop. Good to the last page. There truly is

substance behind this work, and | am resolved to make him see that and make it happen.
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When she leaves, she is hopefudm turning the a/c on high as soon as | get in
the car. | hope | put enough money in the parking meter. If | don’t encounter any traffic,
| may have time to eat something before my students show up. Do | have something in

my classroom to eat?
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Writing Project presentation handout.
Multigenre Writing and Research
Ashby Rushing, Writing Project Teacher Consultant

“Perception is all.

Ways of seeing.

Ways of knowing.

Ways of learning.

Sometimes | see the world through poetry: a bit of cadenced languagalgudde
saying itself in my head, an incredible image ever sharp, a surprisinghmeteth
extensions following close behind.

Sometimes | see the world through prose: a description that holds in place an
unforgettable scene, a pointed story that clarifies experience, a monolatatishtls
points | wish I'd made during a disagreement.

Sometimes | see the world through dramatic encounters: before a stuidest arr
for conference, | play out the dialog that might occur between us; | talk withthey fa
he dead now three decades.

Each genre offers me ways of seeing and understanding that others do not. |
perceive the world through multiple genres. They shape my seeing. They dafihe w
am.”

Tom RomandyVriting with Passion109

“A multigenre paper arises from research, experience, and imaginatismott
an uninterrupted, expository monolog nor a seamless narrative nor a collection ef poem
A multigenre paper is composed of many genres and subgenres, each piece self
contained, making a point of its own, yet connected by theme or topic and sometimes by
language, images, and content. In addition to many genres, a multigenre pap&soma
contain many voices, not just the author’s. The trick is to make such a paper hang
together.”

Tom RomandBlending Genre, Altering Styl&-xi

Introduction
Students need opportunities to write in various genres. Multigenre writing asks
students to tell stories—their own and those of others—through multiple genres,

requiring students to know and write those genres. Teachers model the ggnwemthe
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students to use, and students are given opportunities to choose genres that blesirmeet t
varied writing needs: audience and purpose, voice, and tone.

Students are more likely to evaluate and synthesize information when asked to
construct something new. Multigenre research asks students to conduchrasédarc
represent their findings in unique ways through a variety of genres. Radhehe
traditional research paper, students are offered choices and must make cheites bas
what is the best way of conveying information to their audience.

Objectives
Participants will

produce several pieces of writing in various genres;

identify what multigenre writing and research encompass;

evaluate the possibilities of multigenre writing and research; and

identify ways in which to incorporate multigenre writing and research in the

classrooms.
Multigenre Writing
Fiction

Students can construct stories through multiple genres. Rather than a traditional
short story told from one point of view, students can write a story through a variety of
points of view, adopting the perspective of several characters and using meitipgs g
to tell the story. This process teaches students about point of view and asks students to
step inside the head of other characters; it allows them to experiment with @&nd bett

understand voice and tone. Non-linear stories force students to criticallinexam
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analyze in ways linear stories do not. Students are engaged in understanding stories
written in different genres, ways that appeal to a wider range of learglag ahd ask
students to do higher-level thinking. Teachers can model this idea with a varitysof t
such as David MacauleyRlack and WhiteKate Klise’sRegarding the Fountajn
Sharon Draper'§ears of a TigerAvi's Nothing but the Truthand Michael Ondaatje’s
The Collected Works of Billy the Kid
Non-Fiction

Students can tell the story of their lives or a specific part of their livesasuch
their literacy journeys, through multigenre. Students could provide autobiographical
information about themselves in a series of pieces in different genresirlwiiing,
students must embed details to provide readers with clues to themselves. Rather tha
telling readers about their interestes, multigenre writers must showehders by taking
them to the soccer game or swim meet.
Multigenre Research

Traditional research asks students to gather and restate informatiewy litb
analysis takes place. Mutligenre research asks students to gatheaiidormanalyze
information, and represent it in new and different ways. The writer makes chbmes
how and what to include in the pieces. The author determines which genre can best
convey information about a topic. Is a diary entry the best way to convey what
Shackleton was thinking as he saw the Endurance sink through the ice and disappear
forever? Students must make choices and be able to support those choices. Multigenre

research gives students choices; choice facilitates meaningfuhlgai®iudents are
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constantly synthesizing and analyzing as they gather information and madierdeci
about how to represent it. Because the final product is a series of pieced byeat
students, opportunities for plagiarism—intentional or not—are eliminated.

One idea for doing this is to have students conduct research on immigration and
have them take on the role of an immigrant. Using photographs from the Library of
Congress, www.loc.gov, have students do the following:

Looking at the photograph you received, choose a person in the photograph, and

BECOME that persan

» Write a poem, letter home, or journal entry from your character’s point of vieausF
on your feelings as you arrive or have newly arrived in America.

Consider some or all of the following questions as you write:

What is my name? Where am | from? How old am 1? Who are the people with me? What
do | see around me? Did | want to leave my country? Why or why not? What do | think
life will be like in America? How will | protect my family? What will we do fonay?

What are the prized possessions | brought?

Continue and have students create a series of writings about the person in the
photograph. The writings should incorporate research to fully detail the person. Students
could choose to write the following pieces: diary entry; letter to sponsor; pdésn; le
home about journey; travel journal; letter home at future point; life histaghifiack;

flashforward; or, personal history to grandchildren.
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The collected pieces could be used to create a podcast, iMovie, or PhotoStory
detailing the person’s experiences as an immigrant. Students can recoetéseopi

writing to create a finished piece.

Annotated Bibliography (in order of usefulness)
Romano, Tom. (2000Blending genre, altering style: Writing multigenre papers
Portsmouth, NH: Heinemann.

This book has five full-length multigenre papers that are great examples aodishare

with students, depending on grade level. This is the how-to book, and he even provides
ideas for how to start the unit and what to do on specific days. He offers lots of different
ideas and ways, but he does make concrete suggestions for how to introduce various
genres to students and get them writing. There are sections about grading ssrdeagse
and he includes actual grading scales.

Romano, Tom. (1995Vriting with passion: Life stories, multiple genr@&ortsmouth,
NH: Heinemann.

The original. This is the book of how it all came about. Romano provides the why and
the how. The theory is present as well as how to do it. The book is very much a story,
too; he details how he came to multigenre and how he has made changes to adapt it and
make it more successful. The book is full of examples useful for teachers that could be
used with students. Romano works his way through various genres and two chapters are
devoted to multigenre research specifically. He addresses breakengatyentions,

which he calls Grammar B, and explains how to do it and what it gets you.

Allen, Camille, & Swistak, Laurie. (2004). Multigenre research: The powenate and
interpretationLanguage Arts, 8§1223-232.

Allen and Swistak walk through the process of doing multigenre research wittal8svis

fifth graders. Allen, a teacher educator, and her pre-service teachkesiwoth

Swistak’s students on the project. Student samples are provided. Additionally, the
project has been done multiple times so you are provided with what improvements have
been made to meet students’ needs to make the project go more smoothly. The piece
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talks about how critical it is for students to choose the topic for their researt¢b,daut

so in an informed manner. Allen and Swistak had to provide students with enough
information to make choices that would engage them throughout the research process.
This is a useful piece about how to do this and how to make it work.

Grierson, Sirpa. (1999). Circling through texts: Teaching research thraulgbenre
writing. English Journal, 89(1), 51-55.

Grierson is a teacher educator, but her piece offers strong support for doingnmailtige
research. Grierson talks about her journey from offering it as an option to nitaking
requirement. She does a thorough job of creating a case based on theory. Shedtas a g
analogy of “peeling back layers of exotic fruit” for how she introducesdheept

through examples to her students. Grierson talks about student investment witbethis ty
of assignment and how it is more work yet more rewarding.

Slack, Delane Bender. (2001). Fusing social justice with multigenrexguiinglish
Journal, 90(6), 62-66.

This is a great snapshot of a particular multigenre project done with dh grgde class.
Students created a paper and presentation about a movement. She gave them specific
parameters and a select number of genres to choose from. Students were higlely enga
because of the overall topic, and she found it allowed students to connect and have
empathy in unique ways. If you want to see how to do this, this article is a useful look a
one unit.
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Conclusion

In this chapter, | have introduced the six characters that constitute rhintgac
identity. In doing this | have examined multiple primary writing artgdao provide a
more dimensioned understanding of each character. These primary writiactsurtif
suggest the complexity of each of these characters. | have maderdealsout the types
of writing that best portray the characters individually. In addition, | nzage
decisions about which events to represent through writing. These primary writing
artifacts are not exhaustive of the character’s identity but are ornefiti selected to
portray these characters through snapshots of events, some life-chamgiegessonal,
some professional, some mundane.

Although the characters work together, | have attempted to isolate them through
writing. The goal of presenting these primary written artifactstovaéstinguish and
define the characters as separate entities within and without of th@cftassfhey are
combined within me but each is reflected in different ways at different tintes. T
writing selections illuminate the complexities that reside within ehahacter.

In the next chapter, Chapter V, | amplify these primary writingaantisffor each
character with end notes for each that explain the written artifacts to preeaidiers a
more layered understanding of the complexities of the six characters. itihg wr
artifacts and explanations are separate so readers could begin to fotameagdithe
individual characters on their own. Readers connect with and understand characters
through details and descriptions. This was the intention in letting the multayifaets

stand by themselves. In Chapter IV, the writing is on the lines; thagvattifacts stand
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alone for the reader so that he or she can interact directly with tivegvtatcreate a
depiction of the characters. In Chapter V, the writing is between the linesidmotes
are intended to assist the reader in constructing a more complete depictiowirige
artifacts and the characters: what they are, what they mean, and how theyfunct
These primary and end note writing artifacts in Chapters IV and V fundion a
data which will ground my analysis of my teaching identity in Chapter VI through
performance autoethnography represented in a self-created one acene@kRy

designed to explore my teaching identity.
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Chapter V: Six Characters’ Writing End Notes

Introduction

Chapter IV provided a series of multigenre written artifacts to itabe the six
characters that form my teaching identity. Because | wanted readetsract with the
characters while reading the written artifacts, | intentionally ckmseparate the
explanations of the written artifacts from the artifacts themselvesislchapter, |
provide detailed explanations of the written artifacts to provide a more complete pic

of why | selected these artifacts and what | intended them to depict abbuthemacter.

Character 1: Daughter

The pony.

My dad rarely told me stories about his childhood. | never met his parents. | met
his brother once or twice, but he made it clear they weren't close; dad considered hi
younger brother a spoiled momma’s boy. He reconnected with his best friend from
childhood, Tommy, when we moved to the farm. On most Friday evenings, we went out
for dinner to smoky restaurants that served pizza and beer. The group consisted of five
people—dad, mom, Tommy, his wife Diane, and me. Tommy’s children were grown and
had children of their own. Sometimes my dad would tell stories about his childhood.
Since he didn’t talk much about his life, | paid particular interest.

The story about the pony did have a surprise ending. His father had smiled at the
antics and had been impressed with Ray’s ingenuity. He was not impressdeewith t
overall decision, but his initial response to hearing about what had happened was humor.
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Afterwards, he got into big trouble for it, but that was probably so his father could look
good with his mother. The story gave me insight into the grandfather | never knew and
the father who didn’t seem like someone who would have pulled a stunt like that. |
enjoyed the stories because it was the only insight | had into my dad’s.fdriigd the

idea of dad getting into trouble. | liked to see him smile and laugh, thinking back to

when he was young.

Decisions.

A few years ago, my mom sold her house and moved into an “over 55”
community. She had been living in the house since my dad’s heart transplant. It was not
the house | grew up in, but it was where | came during college and afterwaidsvab
the house where my parents created a new life, my dad 60 and my mom 49, when they
moved there.

| associated the house with dad’s transplant. It was also where he died. After his
kidneys began to fail, he decided against continued medical interventions and began a
quick descent. A hospital bed was brought into the family room and nurses came to
administer morphine to make him comfortable. The hospice nurses helped us negotiate
his journey to death. On visits there after he died, | thought mostly of him and ¢he tim
spent waiting and watching him die.

Getting my mom out of the house meant going through stuff, emotions, and
memories. To sell the house we had to deal with what was in it: things visible and

invisible surrounding her time there and his death. As | helped her make decisions about
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what to keep and what to discard, | faced the past. | had guilt about not spending enough
time with my dad before he died. The six months the doctors gave him turned into one.
Once | realized how quickly he was dying, | dropped everything and went home, but
regretted not going sooner. The experience of his passing made me retfemmitigas
most important.

| came to realize that teaching affords me fulfillment and my students ioen
energy, but family provides life. Ultimately, my mom’s move enabled me to uaddrs
how important it is to be a daughter and have the ability to be with family, to offer
support when needed. My mom continues to thank me for helping her sell her house; she

is free from the burdens. | feel grateful | was entrusted to do it.

Quilt.

My dad was a businessman, a salesman. He started companies. | can remember
visiting his office as a young girl. He had an enormous desk with piles and piles of
paper. Also, he had an enormous ashtray full of cigarette butts. He worked a lot. He
was ambitious and driven. As a salesman, he could mold his personality to different
people. He could be crude or sensitive. He could size up a situation or a person and
know what was called for in words and mannerisms. He could dress up or dress down
depending on what he thought would make his sales pitch more effective.

My father hated to dress up but he did it because work required it. He was
happiest on the farm in jeans and a cotton work shirt. He loved cowboy boots. Even

with suits, he wore boots. On a family business trip to Texas, we made a stop at the
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Lucchese boot store to have several pairs custom made for him. | thought the boots were
a salute to John Wayne, one of his favorite actors. The boots made him tough. The boots
also got stuck on his feet. One of my jobs was to help him get his boots off in the
evenings. His ankles would swell from the medicines he was on and the activdids he
during the day. Although we had a boot jack, | realize now he probably did not have the
requisite strength to use it. So, | became his boot helper.

Several months after he died, my mom began to get rid of some of his things. She
started with clothes. Visiting, | saw a large bag with all of his ties. Shegaao take
them to Goodwill. For some reason, | took them home and put them in a closet. | wasn’t
sure at the time why | took them but knew an idea would come to me. Later, | decided t
have a quilt made from them. | worked with a teacher who quilted in her spare time to
choose a design. When the quilt was done, | framed it. It hangs in a prominent location
at home. Looking at the quilt reminds me of my father. | remember his suitgshis t

and his cowboy boots. | enjoy telling Rachel about him too.

July 11, 1991.

A defining moment as a daughter was my dad’s heart transplant. | haddesigne
myself to his passing. That night changed everything. It changed dad—chantiied my
as his daughter. It changed my mom also. She was prepared for him to die, anticipating
it since | was five years old. The heart transplant gave him an additidyehrs; it gave

me an opportunity to be a different daughter to a different man.
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My dad had been a hard-charging small businessman. He was a salesman who
had highs and lows. | remember times when he was very happy; business was good. |
can also remember his anger; he could get angry easily when things wgoggowell.

When he yelled at me for no reason, my mom would blame it on the pressures of
business. |didn’t spend a lot of time with him because he was frequently working;

owning his own business meant he worked the longest and the hardest. My dad was very
much in charge.

After the transplant, things were different. | saw my dad as vulnerable akd we
| saw him cry. His frustration was apparent. | remember he said freqtleattlye just
couldn’t do what he had done before. He was referring to both physical and mental
abilities. He found some comfort in working with small businessmen, providing advice
to them as they were starting out ,but he was unable to be the go-for-brokéadjive-i
you’ve-got type himself. He would tire easily. | remember sitting irfah@ly room
with him on visits and trying to assimilate these two different dads, the one ffore be
the transplant and the one afterwards. | loved both in different ways. | feel ferthaiat
he was around to dance with me at my wedding and see me marry someone of whom he
clearly approved. | miss him, but am privileged to have gotten those 10 ydalsmi

the different him. The time was a gift.
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Character 2: Wife

Refrigerator list.

The foods we buy and eat give away our secrets. You can tell a lot about people
from what is inside their refrigerators; it tells you about what isleiem. The items
provide clues to where the food is purchased, the types of foods people eat, and the time
spent preparing meals. Each item in the refrigerator tells a story abadrsmm my
house. Our refrigerator is not filled with takeout containers. In addition, theravare
ingredients rather than prepared foods. What is and is not in my refrigerator supgorts t
notion that we cook a lot rather than eat out.

My marriage is very much about food. My whole life seems to be about food at
times. Food is both mundane and remarkable; we eat daily, yet eating is alsofa way
celebrating. What will we eat tonight? Will Colin be home for dinner? Who isngpmi
over this weekend and what will we cook? What is in season at the farmers’ market?
Our tastes and talents can be derived from the items sitting in our refiigera

Looking at the list you may be able to tell that the different people in our
household prefer different things. There are two types of milk: 2% and nonfat. iThere
salted butter, unsalted butter, and | Can’t Believe It's Not Butter spiagre &re eggs
and egg whites. Colin prefers things in their natural, full-fat state and t\aue them
that way, but in an attempt to be more conscious of my weight, | buy non-fat items.

Colin and | love to cook. We love to eat. We love to have people over to share
meals with us. We love to be with each other. We love to spend time together in the

kitchen. Cooking and eating are very much at the heart of our relationship. Much of the
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time we have together is spent planning, preparing, or consuming meals. For us, itis a
love of each other and what is entailed in making and eating meals togetherl iRache
involved, too. Colin has been teaching her to cook since she was very young. Her fourth
birthday party had a chef theme. Our refrigerator and what is inside teflatzout what

we cook and how we cook it. Our refrigerator also tells a lot about our relationship and

the role that food, cooking, and meals plays in our marriage.

Barnwell.

We are defined by the places we go or have been. These places are a part of us;
we carry them with us. | began to carry Barnwell with me after ledsitWhen going to
Barnwell, | went to a place that allowed me to understand Colin. My husband is both the
lawyer in the music industry capable of understanding complex copyright \aeiless
the cousin who made home movies with his cousins about swamp monsters killing off
family members on visits to his grandparents.

Each time we drive there, we go to a different place, a place that appekiig stuc
ideas and economics. We pass through small towns: main streets with old brick
courthouses, empty storefronts, men lingering on street corners, and stocaslihat
paychecks and make loans. There is visible poverty in these small towns, but | have
come to realize people may not want to leave; this is where they want to be. | see the
same things | see at home: children playing in front yards; men standing<iretite

talking; and women laughing as they share stories on benches.
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Being Colin’s wife has linked me to Barnwell. It is a very distinct plagef
where we live, but it connects me to his family and a different way ohkiel t
understand and appreciate. | am glad | have come to know the place and thevfemily
lives there. | feel comfortable there; | appreciate life in Barnaradl see it as a
remarkable place and a place unique from where we live. It is a place weegrene is
connected in some way, and those connections overcome differences of politics or

worldview.

Art print.

Our home is full of art, some professional and others created by Rachel.
Surrounding ourselves with photographs, pictures, prints, and paintings brings brightness
and color to our home and life. Colin knew | was an “artsy” person right awayirae f
met through a mutual friend at an art and wine festival. We share an interéstnd ar
have similar tastes and preferences.

Before we were married, | completed my master’s degree. To celebadite
gave me the art print by Brian Andreas. The print was everything litovas colorful
and had words that were meaningful. The print represented how well Colin knew me and
knew what | would like. It was also important because it showed me his willingness t
take time to search for and find a gift that fit me. Our Brian Andreas colelatis
expanded to include several prints and sculptures. Colin helped me discover his work

and | am reminded of Colin’s qualities when | pass by the work hanging on our walls
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Colin has been a partner whose knowledge of me is apparent in all that he does.
Colin understands me, knows what is important to me. The art on the walls of our home,

radiating memories, brings me pleasure.

Anniversary card.

When | was young, | never had a best friend. | have always had a smalb€ircl
close friends. Colin and | were friends first. | knew immediately wheetlhim that we
would date, but enjoyed getting to know him first as a friend. As soon as we began
dating, | knew he was someone who could be a best friend. In marriage, our friendship
has grown stronger and we continue to be best friends. The experiences we have been
through together, life and death, have strengthened our relationship as husband and wife
and best friends.

Colin and | have been married for more than 10 years. We have had time as a
couple and now as a family. Looking back at our relationship on our anniversary, | can
identify the critical moments in our marriage—moments of pure joy. Many o thes
moments involved travel, which have been adventures we have taken alone or since
Rachel was born. We have been to California, France, Hawaii, Maine, and Scotland. We
have been together through my father’s death and our daughter’s birth, both montents tha
have changed our lives. The events are meaningful, and thinking about everything we
have done together brings tears to my eyes. | am overwhelmed by the eveatewe

shared, both joyous and sad.
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Celebrations are important. We celebrate our anniversary each year. Th
celebrations remind me of the partnership we have forged and how much we truly share
We are different people, but very much alike in how we enjoy life and each other. We
have fun doing the same things: hiking, dining, and being together. His list would be my

list. We feel the same and think alike.

Character 3: Mother

Art work.

Rachel’s art work surrounds me. lItis in my classroom and house. | have always
kept her art and displayed it. Her art reminds me of her. At first, her work was cra
scribbles on paper. Now, drawings accompany sentences and stories. | have covered the
tall cabinet in my classroom with her art work that | have laminated. | adespie
throughout the course of the year. At the end of the year, | remove somegpiécake
them home and tuck them away, making room for new art work.

Looking at her writing, | see her learning words, becoming literate meothis
has been amazing. Watching her play with language and try to figure out saeting
grammar rules reminds me of the magic of words. Her pictures rephesent
imagination. There are flying unicorns and enormous cupcakes. Her art reptiesent
wonder of her age. She has not yet begun to divide things into categories nflreal a

unreal. To her, the possibilities are limitless.
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It is important for me to have Rachel with me all the time. Having hercakt w
displayed in my classroom reminds me of her, grounds me in what is important. | ca

look at her art and smile, remember her, and have her close to me.

Splashes.

Summers include trips to the pool and the ocean. After Rachel was born, those
trips began in our backyard with inflatable pools. | have watched her change and grow
each year. Water has been an important part of our time together in the summers.
Because | teach, | can spend time with her during the months of July and August. |
recognize how precious this time has been and will be. Many of my memories of
Rachel—memories of motherhood—surround the times we have spent alone together in
or near water. Each summer | have watched her change and grow, faeatdiéars,
and accomplish new things. Rachel has been the greatest gift | haveceiade As
she grows older, | come to savor the gift more, to enjoy the water and watalyingria
capture her words and expressions in my mind, knowing the length and number of these
summers are short.

Each year she changes in what she can and will do in water. | note theschange
and continue to pull back as | see her more capable and confident. She is watchful of me
too. She pays close attention to how far | will stand back and how | come closesat t
There is an unspoken connection as each of us wants to be close and wants to be

independent: two pulls on us as mother and daughter.
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| look forward to our time together in the summer. During the school year, things
are often rushed. As soon as we get home in the afternoon or evening, there are many
things to accomplish. | need to pack lunch for the next day. | need to spend tinge gettin
dinner ready. | have to make sure Rachel has her school outfit set out for the néxt day.
spend time reading with her. | work with her on her homework assignmentsew revi
papers that are sent home. With so much to do, | feel as if | don’t have as many
opportunities to stand back and really see her and enjoy her. | try to remind tmyself
have fun on the journey and enjoy the moments we have together regardless of how they
are spent. However, the summer allows me to really do this. | am relaxedatbtonte.
| don't feel as rushed; there is less to fit in. It is the moments of enjownentinding

water where | really mark her progress.

Calendar.

| am a planner. | write the weekly schedule on a framed chalkboard in our office
at home. | use a planner and schedule events as soon as | know about them. | look at
what is coming up for each week to make sure | remember all the placesipposed to
be. Each Sunday evening, Colin and I talk through the week so we are clear about what
we have going on at work and at home. We think through coverage—who is responsible
for each event that Rachel has scheduled. This chalkboard came about as part of my
desire to retain the perfection | knew before | was a mom. | am abwagsrned with

being a good mom both in what I think and in what others think.
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When Rachel was four she was on her first soccer team; they didn’t have games,
but met weekly to learn the basics. At the last session, students received/a Sopte
weeks, | took Rachel to soccer and our au pair, Julia, took her others. | planned to meet
Julia for the last practice so | could see Rachel receive her trophy.

As | drove up to the field, | saw the other moms clustered together watching
practice. | started looking for Rachel on the field, but | couldn’t find herptllkeking
for her and looking for Julia. As | came up to the group of moms one of them said to me,
“Rachel isn’t here.” At that moment | felt like a bad mommy, the kind who isrneve
where she is supposed to be when she is supposed to be there. | made some cover-up
comment, laughed, and went back to my car. | called Julia and realized there was a
miscommunication and she had thought soccer was over the week before. | drove away
before | let the tears break.

| drove and cried, feeling the waves of guilt hitting me for not gettinght.r |
have always been detail-oriented; | used to write thank-you notes within one M@sk.
| felt as if | couldn’t even show up at the right place at the right time. Toht aiter
everyone tried to assuage my guilt, | ordered a chalkboard and began the system, hoping

to ensure | would be in the right place at the right time, hoping for perfection.

Journal entries.
Rachel had assignments to complete over the summer. One of the activities she
had to do was write 20 journal entries and then illustrate each one. | love to write and

have been fascinated watching her learn to write. For kindergarten, she had Homewor

188



and parents were instructed to let their students spell words the way they theyght t
should be spelled. It was amazing to watch Rachel spell words phonetically mnd the
learn about word families in spelling. She asked questions throughout the year about
why things were spelled in particular ways. | was reminded of how drazgpelling is
in English.
Watching Rachel acquire language has been incredible. It is somethitgdaul
about and studied, and now | have gotten to see it. Her first word was “hat.” | have
watched her learn to read, learning to make sense of letters into wordsranatte
into sentences. Then she began to write. Her first writing accomplishment was her
name. Afterwards, she began to write simple words and then construct simpleesentenc
This past summer, she wrote about a lot of things in her journal. She continues to
spell words on her own as she thinks they should be spelled. Sometimes she asks about
the spelling of a word she has written. | want her to love school, to love to read and
write. | sat down with her this summer and wrote in my journal as she wrote in hers.
wanted her to see that | am a writer; | wanted to show her that | love to iwsigsted
her to see me push things to the side so | could write. It is something de|etdhle
hope she will craft imaginative stories that take her places. Being her nsaatidveed

me to really see the basic, yet amazing world of words.
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Character 4: Teacher

Introductory letter.

| start the year by giving my new students a letter about myselie rnly
students to know me and to know about me. | think it is important for them to know me
as a person and know about me outside the classroom. | ask them to write a letter to me
telling me about them. | learn a lot from the letters. Some students fee@lrtaiotd
giving me personal details and information in the letters, and some do not. Some
students share things in their journals later in the year that lets me knovatteegrown
to trust me and are willing to have me know things.

| judiciously share with students; the letter is the first of the thoughtful and
intentional sharings. 1 tell students things throughout the year, includimgsttiiat are
going on outside school. When | am not feeling well, I tell students. | want them t
know why | may be acting differently. If | am preoccupied about somethiigy¢ shat
too. If Rachel is sick, I tell them. 1 also share family celebratorigps. | think my
sharing encourages their sharing. Students will tell me when thereraye gioing on
outside school that are impacting their work at school. If | know what is going am, | ca
offer support and encouragement. Students do this for me when | share with them.

It takes time to build relationships with students. | think teaching is about those
relationships. The relationships are just as important to me as the content. litldigk m
school is a particularly difficult time. Students are sorting through so margsthi

Asking them to share can be comforting or scary. If | set the tone by tellis¢uognts
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things, they are more likely to tell me things. The ability to share with naests and

have them share with me is an important part of what I think | should do as a teacher.

Seventh grade English project handout.

| participated in a workshop at the Kennedy Center on having students create
shadow boxes or three-dimensional representations. The workshop was hands-on and all
the teachers in attendance created their own shadow boxes to represerdlzostory
themselves. The workshop focused on various ways to use the assignment with students.
It was a meaningful experience and | began to look for ways to incorporate the project
into the curriculum.

The other teachers and | brainstormed ways that the activity could be connected t
a text. We developed the project based on reading texts connected to a quest theme.
Quest was a broad theme that connected in some way to most of the texts we read in
seventh grade. As we developed the project, we decided to linkreédasure Island
We spent a lot of time talking through how we could have students complete visual
representations of their quests in the shadow boxes. We included written and visual
elements and created a variety of parts so that students would have to think about their
guests and what would be involved in accomplishing them. This project is intended to
have students think about their futures and to determine a goal and the steps ni&cessary
achieve the goal.

The project was invigorating the first year. Students were proud of their wark a

we arranged to have the shadow boxes on display in the evening so students and parents
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could see them. We have done the project several times. It is a powerful way for
students to end the year. Students return and mention their boxes; many have held on to
them, and some reside in places of honor within their homes, reminding them of their
quests. It is a project that makes me extremely proud because it wastadoektlaaot of

effort to conceive and pull off in ways that were productive and meaningful for ssudent
The group of teachers that | worked with to develop this assignment has changed, but |

look back at the process we went through as an example of positive collaboration.

Journal.

| meet regularly with the other seventh grade English teachers. Wasrelto
Washington Middle School, | was used to collaborating with other teachers. The cultur
of collaboration was established in graduate school; | met regularly withsbtitkents
from my program throughout my first years teaching. | enjoyed getteas from other
people and seeing how lessons or units had worked at their schools. Planning together
was a powerful way for me to try new activities and strategies with stuolentsive the
support of other teachers. As | gained rapport with teachers in the buildings where |
taught, | began to collaborate with them as well.

At Washington, my experiences with collaboration have been different. The
teachers that were there when | came were similar to me, and we chok&torate for
certain activities; we came together to share because it was somethiramted to do.

Now, we are expected to meet and share with teachers who teach the saese dihe

factor of choice has been removed. The language behind the collaboration involves
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phrases such as “professional learning communities” and “common assessfhieats
is a move away from autonomy to a more uniform and unified set of instructional
practices. This does not align with my thinking.

| am trying to decide how to handle this. | am frustrated, but it is impohiaink t
remain professional. | need to look for ways to make the collaboration positive. | need
to think about what | can gain from these colleagues. | also need to look for ways to
engage them in dialogue about the choices each of us is making in our classrooms.
Having a rationale for why we are each doing what we are doing may help oredda@
better understandings and look for ways to change our practices to explore reaf way
doing things. It is helpful for me to detail and then analyze my frustrationsaso |

determine ways to make the collaborative process more positive.

Award and note.

For the first few years at Washington Middle School, | worked with a highly-
creative teacher. Carolyne was a natural. My first year here wasshgeér teaching.
Even though she was young, she taught with a relaxed confidence that made her students
feel comfortable. She was creative and engaging. Collaborating witbekdun. We
complimented each other and enjoyed working together.

The attributes she displayed in the classroom are ones | strive to refieciva$
calm and caring, yet she set high expectations for her students. She did mdtateve

could to help students become successful. In small ways, she modeled how to treat
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students with respect. Rather than put names on her board of students who needed to see
her about work, she used initials. It was a small but important decision.

When she moved, Carolyne left the statue and note for me. | have held onto it
because it is very meaningful. To have someone who | considered to be a melséer tea
let me know she was impressed with my work pleased me. | keep the statue and note

next to my desk to remind me of her and the ways she worked with students.

Character 5: Writer

My writing territories.

| have learned that | need to write about what | am interested in and kvicav.|
| need to write about myself. | can write fiction. | have crafted elabstates to share
with Rachel about far away lands, but writing about myself is what drives m&é¢o w
more, better, and longer. | frequently go through exercises either alomé ony
students where | make lists of topics of things | know about and that intere3these
topics then serve as jumping-off points for writing. Exploring myself througlmgtitas
made me realize how complex | am as a character. | try to share thwadéents as
well to get them to see the ways in which their own stories are the most rich goidxcom
and those truly worthy of being told.

In thinking about all of the topics | might write about, | am able to reafitece
myself and prioritize. Much of what | use with students has helped improve my own
writing. | have learned to explode moments so that even one or two minutes can be

several pages of writing. Focusing in has given my writing a sense of purploave
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been able to write more richly about my own experiences. | share this withtstude
hopes they will see this is what they can do with their writing when writing about
themselves or topics with which they are familiar.

| went from being a writer in secondary school to not being a writer in college.
Writing was a significant part of my existence before college. | wedansively in
school and outside of school. | served as the poetry editor for the literary neaghzi
wrote daily. In college, | wrote when forced. Writing became a chore. | wrpeggpas
assigned, but there were so many papers as an English major that | beggtimg
machine. | lost the joy of writing. Writing with students has brought that back.td me
write daily. | write during school and on vacation. | think of my time spent wrisrag a

gift—a time that is reserved and precious.

Journals.

| take a journal everywhere. When | am out, the journal is in my purse.
Whenever | need to write, | use my journal. It has become a lasting recaed.| #f
up a journal, | keep it with the others in a cabinet in my classroom. Having a journal with
me at all times allows me to write whenever | have an idea. | also hapéaceevhere |
record everything.

| am always excited when I fill up a journal and get to choose another. Buying
journals is pleasurable. | have certain requirements. | have tried unlined gdurhal
have settled on lines ones. | require one that opens easily with a spine thatlaaego f

| can write on the right and left sides easily. | use different colors of penseacils to
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make the writing colorful. | let Rachel write in my journal if she needs songetbido
when we are out. | take notes during meetings. | write ideas as | conepléiegs. |
write about my day. It is the journal | use when | write with students.

| look back often at my writing. When | need to remember what happened at a
meeting, | can go back. | reread my entries about days to rememberdihat a given
time. My journal is a part of me and my filled journals are a part of my histagn |
look back at last month or last year and see what | was writing, see whahpatant to

me at a given time.

Position paper for The Writing Project.

As a requirement of participating in the summer institute for the Nationahgvr
Project, | had to state my beliefs about writing. My beliefs about wnitierg formed
when | was in graduate school, but they had been hidden and silent for a period of time.
Participating in the summer institute was a life-changing event thatdethme of what
| believed. More importantly, it reminded me of what | need to practice inlaagroom.
| had gotten away from writing each day. | had lost touch with how important wisting
and can be. | had lost touch with myself. Participating in the intensive, five-aleek
day program brought me back to the one thing that has always brought me comfort:
writing. We started the first session on the first day by writing. We veaxth day
several times during the program. | also wrote outside to complete writingpy fo
writing group. Meeting with a small group twice a week and sharing myg/mas a

powerful reminder of how important it is not only to write, but to share my writing. The
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group became very close very quickly as we learned about each other through our
writing.

When | came to the Writing Project, | felt like there wasn’t a lot morenoto
learn. | had closed myself off. Writing opened me back up. | saw the ideas that were
being shared by the others. | saw how much | could learn from my own writing and
others’ writing. | saw the power of a writing group as | participated in ésea teacher,
| did what | say | believe, and when doing it, | felt energized to go batky tdassroom
and really do it with students in a genuine way and also join them.

For me, being a writer means writing every day. Anyone can be a iivhigeor
she is willing to take on the practice of writing. | had stopped seeing myseliaier
until 1 was forced to write each day again and share that writing with a gtoup.
reminded me of the power writing can have in anyone’s life. Writing is not sargethi
for certain talented individuals. Writing is for everyone who is willing to do it amdk w
at it. |1 see myself as a writer because | write. My writing is ndepehbut constantly
changing as | continue to revisit and revise. As long as | spend time eashtday |

am a writer.

The skin underneath.

Writing has always been critical. Since | was young, | enjoyedhgstories and
poems. Writing allowed me to imagine something different. | could do anything or be
anything or write about anything. | could escape through writing. Writagyanmain

activity for me in high school, and | became the poetry editor of our school’sylitera
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magazine. Each year | was fortunate to have my work published in the magaame. |
writing as something | could do.

My need to write came out of my need to belong. The time | spent at writers’
camp showed me | could be myself, which was different than the person | appeared to be
at school. With so few people, school was about being the same or as close to everybody
else as possible. Everyone wore white polo oxfords with our uniform skirts. Everyone
shopped from the L. L. Bean catalog. Everyone listened to classic rock. ittimeant
doing everything the same. Writers’ camp taught me to be different—to b#.myse
was still confined by my 25 classmates, but | was less willing to be quietkow. f

Writing has always been a way for me to be myself and understand myselj. Be
around a group of writers my age for two weeks reinforced how significant wiiisg
for me. Writers’ camp led me to work on the literary magazine. It also led oset
writing as a coping technique. Writing became an escape. It was theeegpaf the
people who freed me from thinking | had to do things a certain way. My writmgead
me to explore the idea and really become comfortable with Ashby, so there was no need

for AJ.

Character 6: Researcher

National Council of Teachers of English presentations.

Research has been a focus since graduate school. My teacher preparation
program focused on reflection. For me, reflection means questioning. | began

developing questions before ever entering a classroom. Some questions weredanswer
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through coursework. Others remained. Because | think of teaching as a practice
concerned with change and improvement. | see that every action in the clagsabbm
make is connected to students and their learning. From my desire to improve, | have
emerged as a researcher. In some ways, every teacher is aherséancl have tried to
approach my questions in systematic ways.

| presented at the annual convention of The National Council of Teachers of
English my first year of teaching. | left the conference with as mamyquestions as |
had answers to the old ones. | quickly realized that teaching was not somethiltdy | co
research and then practice in the same manner for an extended period of time.kMy wor
was constantly changing and so were my questions. This excited me. | kreew the
would be no finite end to my search for the best ways to work with my studente. | als
came to realize there is not one way. Research showed me the importance of
multiplicity; there are many ways of doing things that can achieve siragalts.
Finding the exact connections between the students and the best way for them $o learn i
not an answerable question because each situation is unique.

| continue to present at conferences so | can be reminded of the need to keep
asking questions, finding the answers, and exploring the new questions that emerge. The
research process is continual. | recognize the power of asking questions amgl fiooki
answers. The research process has focused me in my work with studentbel see t
connections across time and look for ways to better meet student needs while
understanding that circumstances and conditions are fleeting, but my hesékibe

ever-changing.
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Books.

| often say to people that books are my friends. | am surrounded by books in the
public and private places | inhabit. Our home is filled with books. | do not get rid of
books. 1 still have my high school textbooks and college texts. We have a wall of
bookcases in our family room. Colin and | spent hours with all of our books in piles,
sorting them into categories we created. We have shelves divided into history, pop
culture, philosophy, mystery, art and photography, classic literature, nmmfiiciod and
cooking, and all-time favorites. As we finish books, they get added to shelves until we
have to box some and put them away to make more room.

| feel fortunate that my classroom has an entire wall of bookcases thet stret
from floor to ceiling. | have filled these bookcases with most of my professionks.
Believing that theory and practice are inextricably linked, | have bodkspnactical
teaching ideas alongside books on theory. To me, it is important to understand and be
able to articulate my curricular decisions. Having a rationale for mk with students
has drawn me to collect a variety of books to support my work.

Through the process of taking research courses, | have added a lot of books to my
shelves about various methodologies. Most of these books are about qualitative research
methodologies such as narrative and autobiographical research. Sincedrastadtin
stories, my shelves are filled with ethnographies. | use these books. tbritfese
books. Ilook back at them when | am making decisions about curriculum or my

research.
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Meeting with dissertation chair.
Formal research can take many forms. For me, research has to be personal.
Others’ research that interests me has the researcher’s voice pithsarelling the
story or as part of the research. When | began to think about the research | avdoted t
for my doctorate, | knew it had to be meaningful to myself as well as othalso knew
that | wanted to present the research in a unique way. The research eadjoyg is
often presented in different ways. Involving a creative element in the resegrtcres
my attention as a reader. | wanted to do the same. My concern was how | \&oalgem
to find a committee that would agree to different methodology and modes of presentation.
As | narrowed my interests and began to see how | wanted to represent my
research, | began to think | needed to create a sales pitch. Although myviadhe
salesman, | am not. Whenever | am in a situation that requires sales or ghe skill
associated with sales, | become nervous. | have always been this wagirASaut, |
was reluctant to sell cookies. Girl Scout cookies are delicious and desiralhieoyid
say to neighbors after gathering my courage to knock, “You don’'t want to buy any Girl
Scout cookies, do you?” Conducting an autoethnographic study was much scarier than
selling Girl Scout cookies because it would require the agreement of my cbdir. S
worked hard to craft a sales pitch that would sell him on my topic and methodology in
hopes that he would come to believe both were intrinsic to my interests and necessary t

my work.
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Writing Project presentation handout.

As a participant in the summer institute of the National Writing Projéetd Ito
develop a presentation. The presentation had to combine research and writing and
involve strategies that teachers would be able to use in their classroomaseBefes|
so strongly about the power of multigenre writing, | created a presentation waykén
which teachers could incorporate multigenre writing in their classroomsngiine
summer institute, all of the participants give their presentations todbe.gr

| chose multigenre writing because of its ability to have students creagthsogn
new with their knowledge and ideas. | want them to get inside the information and
produce something with it—to be absorbed in their learning. | have been interested in
multigenre since first introduced to the idea. In my first year of teachaiggnded a
National Council of Teachers of English conference presentation on usingemigtior
research in secondary English classrooms.

Multigenre writing and research get students excited. Many studenttheear
word “research” and become uneasy. Multigenre research can change these notions
allowing students to see that they can expand on what they discover. Students end up
creating a series of artifacts to represent what they have learne@ che#tion, students
have ownership. Students make multiple decisions when completing multigenre
assignments because they must choose the form as well as the content. Hdeintg st
articulate and explain which genres they chose and what they chose to presant withi
them is an important component of multigenre writing. The sense of accomplishment

that many students exhibit confirms the meaningful nature of the work.
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| am always looking for ways for students to represent information in differe
and unique ways. | don’t follow a scripted or traditional set of plans. | think crgasivit
at the core of teaching. | see my ability to design projects as one ehws why |
enjoy teaching. The autonomous nature of curriculum design enables me to teké cont
and create lessons in different ways. Not following a prescribed path hasdalisvto
make decisions based on what | think is best for a given group of students at a specifi
time. | don’t plan the year out before meeting my students. | tailor my mggichiheir
needs. Teaching is itself an act of multiple genres like this project. Eaolem a

different genre is best at getting at the unique situation within myrctass

Conclusion
These end notes provide the reader with understandings between the lines. They
provide a deeper context of the intentionally selected mutligenre writteactst These
end notes are my explanations of the individual artifacts and are intended to hetp read
understand the complexities of the characters. It is the reader’s decisigmdiat to
take away from these explanations to help vivify these characters. Theressiaens
to separating out the characters. The multigenre writing provides baolgmeach
character. Having insight into the past experiences that have helped to feem the
characters should allow readers to see these characters moreveisanlyhe classroom.
Readers will have their own vision of the character based on the connections they
made with the writing artifacts. Each reader will engage with the cieasan unique

ways. The variety of interpretations and the various ways in which thesetehacan
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be seen is what provides a richness and depth to the work of multigenre writing and my
investigation of my teaching identity.

Now it is time for the show.
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Chapter VI: Six Characters in Search of a Teaching ldentity

Scene 1
Setting: My seventh grade classroom. Itis 10:36 a.m., and students have just left for
their fourth period classes. Researcher, looking official in her bearings, is standing with
a clipboard in hand. Writer is seated by herself at a grouping of student desks. Mother,
Wife, and Daughter are seated at another of the groupings. Writer has her journal open
writing; her head is bent low over her work. Mother is looking in her desk calendar and
making notes about activities and meetings. Wife is creating a list on a notepad.
Daughter is looking at photographs on her iPhone, she pauses occasionally to smile at a
photograph that brings back a memory. Teacher is standing, moving around the
classroom, tidying, filing papers, and getting organized. She pushes in chairs and takes
pencils and pens that have been left behind and places them in cups placed strategically
around the room.
Stage props: The classroom contains 24 desks. The desks are grouped together as tables
in clusters of four. One side of the room contains a white board that stretches the length
of the wall. The other side of the room contains storage for various teacher supplies.
Researcher: with clipboard in hand and pen poised to take npteam glad we’re all

here today so we can begin to analyze in a fresh and different way how

each of us functions in the classroom to form a teaching identity. As Anna

Neumann and Penelope Peterson noted in Learning from Our thees

self and research are connected; I'm looking at how each of us functions,
and in doing so, I'm asking us to look at ourselves, to examine ourselves.
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Teacher:

The research I’'m conducting here is as much about us, about our lives, as
it is about what takes place within the classroom. Neumann and Peterson
support the notion that research is a personal experience, and a rich
understanding can be gained by recognizing that this work is personal; it's
about us, yet it is research. Let's examine our personal experiences.
What's each of us doing in here? How is each of us present in the
teaching that takes place here?

ot stopping her work filing papers in writing foldgrsor me, the focus

is my students. Reading and writing with my students. | want them to
explore and understand themselves and | know this can happen through
writing and reading. When students read a text with a character that is
similar to them in some way, they can connect to the character and
understand the text more deeply. The connections with the text also allow
them to connect with themselves. This connected experience, this
transaction as Louise Rosenblatt calls it, is what | plan for; it's hape

to facilitate for students while they’re here. Through making connections,
students gain an awareness, or wide-awakeness, as Maxine Greene called
it. | want them to examine themselves more clearly, and one way of doing
that is by reading a wide range of texts. Students realize themsehezs bet
through fictionalized versions, through characters. Texts open up
possibilities. In seeing how others live and act differently, students can

begin to understand that there are different ways and these ways can
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become theirs, too. | want students to be able to name the world, to see
the world in which they live. | want them to locate themselves within the
world. Once students locate themselves within the world, they have the
ability to transform the world. I'd like to think that my aim is to provide
what Paolo Freire called for—I want students to view education as a
means of empowerment and change. | have come to realize that pedagogy
is about shift. Madeleine Grumet argues that reading and teaching, the
text and the classroom, are about moving from child to parent, from
student to teacher, from listener to speaker. This dynamic shift takes place
within this room and it's my responsibility to attempt to demystify the

world for students to allow them to become parents, teachers, and speakers
who have and use power in ways to enact change. Education is the bridge
between the personal and public; education allows students to see more
than just themselves, to see the larger world and be able to name their
place in it. Their understanding comes through reading and through
exposure to ideas in texts. The writing works with the reading. The two
are not separate but entwined. Students read and then write. Students
write and then read. Every book on my shelves with practical applications
from Jim Burke to Barry Lane provides ways to connect reading and
writing to make both more meaningful for studentShg walks over to the
shelves and starts to pull the books she is referring to—not pull them off

the shelves, but pull them out so it is clear there is significant support for
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Daughter:

Researcher:

what she is saying.Students can’t simply think about what they have

read; students need to write, too, in order to fully engage and understand
the complexities of the world and their place in it.

looking up, feeling as if the mention of writing has given her a way in to
the conversation, which has taken on a lofty tone, which is why she
focuses on only the word “writing” and does not make connections
beyond the act itsglfI’'m not sure about the other stuff, but | know about
the writing. The writing definitely helped me. | was able to delve deeper
too deeply maybe, into my relationship with my mom and understand her
better by exploring what she’s been through and what I've been through in
my writing. This scared me. |don’t think | would be where | am in my
relationship with my mom if I hadn’t been able to write about it. |

certainly don’t think | would understand her as well as | do without

putting pen to paper.She walks towards the windows where a framed
photograph of her mom and dad dancing at her wedding is propped facing
out for all in the classroom to see. She picks up the photograph and
stands holding it for some time. She puts the framed photograph back,
walks back, and sits down after time has pa3sed

jimping in with a connection to ground what Daughter is suggésting
The writing you are talking about reminds me of Mary Catherine

Bateson’s book Composing a Lif&he details the lives of five women to

understand their experiences and the paths their lives took. The
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Daughter:

Researcher:

Daughter:

exploration of those lives is about understanding the ways in which the
women improvised and responded to situations.

geeing the connectipnYea, improvisation was a critical component of
what my mom had to do in everything she faced with my dad.

hoping to stave off any friction between Teacher and Daugl@&r) So,
Teacher and Daughter, how has this influenced what you do in the
classroom?

| see my students as sons and daughters of real people who live in the
world. | don’t see them as abstract objects. | feel that schools shouldn’t
be cut off from homes; schools have the ability to be a public place but
connect to the private place of the home. The experiences students have
outside school are connected to what takes place here. Teachers can
provide a place where students are safe from some of the struggles of
home, difficulties imposed by parentajughter pauses, remembkrs
know their parents have embarrassed them in ways similar to how my
parents embarrassed me. There are events that have stuck with me, and
students remind me of them through what they share. Last week a student
shared a journal entry about her dad going on the soccer field during a
game to yell at the ref. Her story reminded me of the birthday game my
dad used to play. When we went out to a new restaurant, my dad told wait
staff it was my birthday so I'd get a free dessert. He'd do this when I'd

gone to the bathroom. We were in a Howard Johnson’s restaurant and |
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walked back to the table as all of wait staff walked towards me singing,
“Happy Birthday.” They presented me with an orange sherbet scoop with
sugar cookies. Qaughters’ cheeks turn red at the memotyvas so
embarrassed, but it was something he did all the time. 1 think it was fun
for him because it embarrassed mPaiyghter pauses againl know

students struggle in their relationships with their parents. | think about
how it's taken me so long to come to terms with everything. | know many
of my students won’t be able to have that understanding until they’re
older. | remember feeling like | was different because my parents were
older and my dad was sick. | watch how students act in front of parents
and | know they feel some of the same things I did. | didn’t realize it at
the time, but | do now because | have spent a lot of time making sense of
it. I think more about what | will say to parents and what impact it will
have on students. |try to be cognizant of how powerful my words, the
words of a teacher, can be to parents. The ways in which | phrase things,
the words | choose, are important in that they impact parents’ reactions
and their subsequent conversations or yelling matches with their sons and
daughters. | learned in my first year of teaching about the consequences
of what teachers say to parentsoks off to the side, embarrassed at the
story she is going to recount; Daughter pauses, sighs, and begins to speak
slowly and painfully; she stands and walks around as she recounts the

story and ends up next to Teach€here was a parent conference that
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changed me forever. It was something | never expected to see.
Something | feel responsible for. Our team scheduled a conference with
Sheena’s mother. Sheena was failing all of her classes and not completing
any of her work either in class or at home. | didn’'t understand why.
Sheena was a large African-American girl who seemed angry; she never
smiled or spoke in class. | assumed her disengagement could be remedied
by our parent conference; | decided her mother would hear about her
academic difficulties and work with her to make sure she became
successful. | based these assumptions on my own family and experiences
with school; | would have changed if my parents had been called. My
desire for my parents’ approval was what | assumed would motivate
Sheena, too. Sheena’s mother arrived and she looked like Sheena; she was
visibly angry. In an attempt to make her accountable, Sheena was asked
to be present. We began by sharing grade reports. Sheena’s mother was
silent but increasingly upset as each report was given. At the end of the
reports, she asked Sheena if she had anything to say for herself. Sheena
just sat there. Then, Sheena’s mother began hitting her. 1 was shocked
and dumbfounded. Our team leader told her she had to stop. Sheena’s
mother said she would take her home and beat her. The mother picked up
her purse, grabbed Sheena by the arm, pulled her out of the chair, and
dragged her from the classroom. We followed her and tried to calm her

down. The mother continued dragging her out of the building. One of the
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Teacher:

Daughter:

teachers immediately went to the counselor and administrators and called
the community services necessary to intervene and visit Sheena’s house.
Sheena was absent the next day but returned on Monday. Sheena would
never meet my eyes after that. | was embarrassed. Why did we have the
conference? Why did her mother hit her? The scene played out in ways |
could not have imagined. | continue to mull over the scene and the events
that led up to it. Sheena failed English, but | never called home. We
didn’t have another conference. | left Sheena alone. | was responsible for
Sheena’s mother beating her. | realize now how much power | have.
Writing about my relationship with my parents has helped me to
understand the power | possess as a teacher.

frowning, she stands up to face Daughter; she is upset that the story has
been shared as it makes her feel like she was incompetenats just one
member of a team. A conference seemed like the right decision. We had
no way of knowing what Sheena’s mom would do. None of her teachers
from the year before had said anything to us. How could we know what
would happen?

That's the point, isn’t it? You don’t know how parents will react, and you
have to be prepared. You have to think about the possible consequences
when you contact a parent. Did you talk to Sheena before you scheduled

the conference? Did you try to find out what was going on first?
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Teacher:

Writer:

Daughter:

Writer:

defensive, she speaks while putting papers from the counter in numbered
bins, one of her many “organizational systemg’learned from that
conference. 1 still want to remind us that | was on a team. There were
three other experienced teachers on that team who agreed to a conference.
We were all shocked when the mom started hitting her. None of us saw
that coming. The bigger point here is that writing about these kinds of
things has helped me to recognize the complex power relationships at
work between school and home.

(stops writing and looks up, becoming aware that the conversation is
connected to her and writingThat’s writing. That's me. Why do you
think writing was so important to understanding?

You're the writer.sfbirugs her shoulders, walks away from Teacher and
sits back down

(puts pen down on page of opened journiathink writing makes you
concretely or really relive certain experiences in ways that meatone
cannot. When you speak, the memories are abstract reimaginings, but
when you write, you regain the lived experience. There’s the idea of
moving from life to the mind to the text that Robert Graham mentions. In
the lived experience, there is not time for understanding. In the process of
thinking about the experience and translating it into a text, the author
filters the experience in ways that turn memories into words and provide

opportunities for analysis and understanding. William Howarth believed
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Daughter:

autobiography could serve as self-portrait. Writing about myself has
provided me with a portrait of myself. In many ways this allows me to be
the reader who explores a character, but the character is me. There is a
complexity to this process and an uncertainty as to the accuracy of the
portrait and character created in my writing, but it has served the purpose
of allowing me to understand more and understand deeper than just
thinking. Voice has been critical in creating the portrait. Sara Lreogre
Lighfoot’s portraiture focuses on voice and how it is witness,
interpretation, and autobiography. In writing about myself, my voice
encompasses all of these things. By writing about the events surrounding
dad’s iliness, transplant, and death, | could revisit them through a different
lens; | could see them from mom’s perspective. And, | began to fully
recognize everything she went through. | was able to clearly see it for the
first time through writing. My focus had been on how the events impacted
me; | came to understand what she experienced. | was able to separate out
my feelings and make better sense of what | went through.

&greeing with Writer, but wanting to simplify the experiences and share
an actual image of what she glid thought so much about all the things

that happened, but | wasn’t able to come to terms with it through thinking
alone. | can remember driving in the car, listening to music, and trying to
make sense of what I'd been through, what mom had been through, but |

don’t think I really got anywhere. | was circling around the memories,
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seeing them on the outside, but not seeing inside them—not reliving them
in ways that would help me understand. The circling reminds me of the
long drive to high school as a junior and senior. | drove by myself

45 minutes to and from school. | drove on back roads—winding, curvy
roads without lines or signs. | memorized the roads; | knew each curve
and the distance to the next turn. The roads gave me a focus, but not an
answer. | drove and drove and drove listening to Tracy Chapman and the
Indigo Girls, but not finding answers. | remember all the lyrics to “Close
to Fine” and belting them out as if | the words were my therapy:
(Daughter starts to sing and her voice grows as she continues, as the
memories grow strongger

“I'm trying to tell you something about my life

Maybe give me insight between black and white

The best thing you've ever done for me

Is to help me take my life less seriously, it's only life after all

Well darkness has a hunger that’s insatiable

And lightness has a call that’s hard to hear

| wrap my fear around me like a blanket

| sailed my ship of safety till | sank it, I'm crawling on your shore.

| went to the doctor, | went to the mountains

| looked to the children, | drank from the fountain

There’s more than one answer to these questions

215



Researcher:

Daughter:

Writer:

pointing me in a crooked line
The less | seek my source for some definitive
The closer | am to finé.

nfoves closer to Daughter and interrupts before Daughter can launch into
the next vergel know the driving was a place we spent a lot of time
trying to make sense of things.

Qot looking at Researcher, but staring off as the images swirl in he) mind
Driving back and forth and around and around the curves, but never
reaching a destination. Never understanding. The endless circling was
frustrating. | knew there were things | needed to open myself up to, things
| needed to see more clearly to understand, but | couldn’t figure a way in.
Writing gave me a way in; it gave me the opportunity to relive and revisit
and understand.

(reclaiming the moment and speaking towards Resegrdheras when |
started to write down the stories that | figured why they were impodant t
me and how they had impacted me. The writing allowed me to hold on to
the stories and to contain them so | could make sense of them. Writing
and reading my writing enabled me to see—to see myself and my mom—
to see what we’d been through. Also, | was able to see my dad. | don’t
think | ever really focused on his experiences. My mom and | faced the
consequences of his illness and all that surrounded it, but he faced death.

He was never comfortable; he never felt well. | had to write about the
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Teacher:

night my mom and dad fought and he drove off, not coming back until late
the next day. | was so scared that night. | finally saw my parents as
vulnerable, the facade broken. | realized my parents were imperfect: they
had problems. I'd always blamed things on my dad’s health, but the
reality was my mom and dad’s relationship was like any other; it was
complex, complicated. That night was significant for thatks up pen,
resumes writing, feels she has made her point

jumping in while workingl know my students are trying to make sense

of their relationships with their parents. | started to see my parents’
imperfections around middle school. It was then that | felt different and
thought everyone around me could see that, too. | was self-conscious
about my parents. | remember focusing on my parents’ ages. When | was
nine, we celebrated my dad’s 50th birthday. He seemed so old. My
friends’ parents seemed young and active. Not only was he old, but he
was sick. He didn’t do things that other dads did. | had friends who fit the
description of “daddy’s girl,” but that wasn’t me. | was scared of him a lot
of the time. | was also scared he would die. | vacillated back and forth
between these fears. My students may not be dealing with the same set of
circumstances, but they are gaining an awareness of their parents’
imperfections. Many students have been through and are going through a
lot. Separation. Divorce. Money issues. Job loss. lllness. They see and

feel what their families are struggling with. When students write about
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Writer:

things they’re facing, it reminds me of my own experiences, and | feel
closer to them; | feel like | can connect with them. Students don’t talk
about those things, but they write about them. Making sure there’s a safe
place for them to write and that there’s a person who will read and keep it
“safe” is critical to who | am as a teacher. There is a set of literalaeat
creating safe spaces for students, a place where they can write ab®ut thes
concerns without judgment or simple advice. | think about Janet Miller’s
work with her students and her desire to not impose of them, yet allow
them the opportunities to share their voices. It can be difficult to strike a
balance with these tensions present because | want my students to feel safe
and to find a space to share, but | don’t want them to look to me as the
authority figure with the answers. Students feel the complexity of their
problems and need an environment where they can sift through the layers
without being disturbed. |learned from reading Ralph Fletcher's work on
writer's workshop and teaching writing that choice is critical; students
need to be able to write about what’s important to them. If students write
daily, they will gain fluency and comfort with the act of writing. The
comfort will allow them to explore issues and topics in their writing. They
can write about what is happening to them and begin to make sense of it.
(umping in, feeling that the focus is on writing, and Writer should be the
one speaking, so she begins with an air of author8tudents can work

through problems in writing fiction, too. Students need choices; they need
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Daughter:

to feel like they have the opportunity to write about what they want to in
ways that are important to them. Writing fiction can be powerful because
it allows them a safe medium to explore topics.

| hear echoes of stuff | dealt with when | was youngerghrstories
students share, some actual and some fictionalized. It reminds me of
Anne Frank’s exploration of her identity, her sexuality. So much was
happening to her as she was hiding. Writing was a way for her to try and
make sense of the complex feelings she was encountering as part of
growing up and as part of hiding. Through writing, students have the
opportunity to work things out and explore ways to address their
problems. My relationship with my mom has improved through writing.
The deep exploration of my experiences has afforded me insight into my
responses as well as her responses. For a long time, | acted in ways
towards her that were based on my sense of obligation or duty. | went
through certain rituals—regular phone calls and visits—because | felt it
was what | was supposed to do as the only child of a widowed mother. In
understanding myself better and seeing her in a different way, | have come
to make choices based on what | want rather than what | think is right. |
have pushed aside some of the guilt because | have confronted the
experiences in my writing. | don’t call every day. | enjoy visiting, but

don’t feel that it is something | have to do.
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Teacher:

Writer:

¢onnecting to the classrodm hope the same thing happens for students.
They are trying to figure out so much and they can do a better job of
contextualizing the details in their writing. | think about that desperate
desire to come to terms with something such as Sadie Benning’s
experiences using film to better understand her sexuality, a sexuality she
knew to be different than what was expected or considered to be “normal.”
The writing can enable students to find their voices and use them.
Sometimes students are figuring things out by making connections with
characters in the texts we read. Those characters help them see or
understand themselves. Students are often torn in middle school between
different groups of sets of friends. They are faced with making decisions
about which group to align with knowing that it will mean separating from
the other. When students write about Ponyboy’s search for his identity in
The Outsidersthey are often writing about their own search. His
character helps them to realize they are not alone; someone else
somewhere at some time has faced something similar.

(breaking in) If they write about it. They are better able to identify the
connections if they make comparisons in their writing. The analysis they
do in writing helps foster the connections they can carry outside of the
writing. Writing about Ponyboy’s search forces them to think concretely
about their own search. Many of them find themselves still holding on to

friends from elementary school, but finding more enjoyment in new
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Teacher:

Daughter:

friends. The transition of switching groups or choosing a group to belong
to is what many students spend middle school doing, and Ponyboy’s
struggle is one they can connect with and relate to. Writing about his
experiences raises their own awareness of their search.

thoving to another location in the room, she passes by the seated
characters as she talkdt isn’t just writing that helps them understand.
Reading helps, too. It's a little bit like textual evidence or support | ask
students to give when we have a discussion about a novel or story. | ask
them to connect their understanding of a text to elements of the text itself.
When | model how to annotate texts, | show them how my mind makes
connections with knowledge and experience in line with constructivism. |
focus on metacognition so students can hear the ways in which my mind
makes connections. | also know that students’ understandings are based
largely on their experiences, and making the connections is based on the
interactions they have with the text and their ability to make those
connections. Again, | can also acknowledge Louise Rosenblatt and the
ways she has impacted my work. There is not one answer, but students
can construct an answer based on the text.

For me, those connections helped immensely in improving my relgtionshi
with my mom. | was there when my dad was sick and when he died, but |
was there as myself. Now, I've looked back and made connections based

on what it was like to be her, to be my mom. The new understandings of
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Teacher:

Daughter:

Teacher:

my mom that | have from writing have changed how | approach teaching.

| teach differently because | understand my mom better now. Our
relationship has improved, and that has impacted how | am as a teacher.
Knowing | can relate better to her experiences has made me confident that
| can do the same thing with students. My changed understandings and
our improved relationship have made me a happier person and a stronger
teacher.

ihterjects with a connectignThat reminds me of Jane Tompkins, who

wrote that book A Life in School: What the Teacher Learnglde wrote

about how her memories have brought her meaning through their
revisitings.

picks back up with her experiengeteaching the year my dad died was
tough because things were so difficult with my mom. | have revisited that
year and captured new meanings for those difficulties. | now understand
how the personal reached inside the classrober. Yoice drops at the

end)

gtops straightening and goes to stand near Daughter to spdea&n’t

forget how the school year started. On the first morning at our opening
staff meeting, the principal announced my dad’s death. Very matter-of-
factly. Abrupt and mechanical. I'm sure everyone already knew so it

seemed pointless to make a public announcement. | wanted to get up and
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Researcher:

Mother:

Researcher:

Mother:

All:

run away. | escaped to my classroom as quickly as possible and cried. It
didn’t improve. It was a difficult year.

walks towards table near window where Mother and Wife are seated so
they are startlepd How about you two? What are Mother and Wife doing

in the classroom? You have just been sitting here. Why aren’t you
speaking up?

(ooks up from the “To Do” list she is makingVait a minute. | will talk,

too, but | wanted to hear what everyone else was saying. | came later. |
wasn’t a mother when | started teaching, but I do think I've had the
greatest impact on my teaching identity. I've changed everything. Having
a child has changed everything.

srprised at this response; breaks iByerything? | don’t think you can

say you have changed everything. Much of what was important before is
still present. Things are different. | would agree to that, but | don’t think
you can assert that you’'ve changed everything. How can you substantiate
that claim? What evidence can you give us?

Gmileg You want evidence. Here goes. It's easy. Answer one question.
(She stands up, looks around at the other characters, and asks in a
booming voice like the captain of a cheerleading squatihat is the

most important thing in the world?

(All six characters speak in unisgnRachel!
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Mother:

Researcher:

(ooks at Researcher with an I-told-you-so grigee. $he walks toward

the storage cabinets that are covered with Rachel’s art and writing. She
spends time looking at it to ensure Researcher notes this physical evident.
After a few minutes, she sits back down, but she brushes up against
Researcher on her way back to her ge&achel has changed everything.
Rachel IS everything. My relationship with my mom has been repaired
because of Rachel, because | am a mom. We can connect now about
something new rather than dwell on the past. Our relationship
transformed when Rachel was born. Things improved because there was
something—someone—to focus on. In many ways, Rachel replaced the
loss of dad that seemed to be the main connection or struggle between us.
Now when we talk, we have someone to talk about who is alive and
growing and changing in new and different wayShd pauses, looks

around, and switches her topic back to the classrpddeing a mom has
changed me in the classroom. | am more compassionate. It's not that |
think of my students as my children, but I think about what | want for
Rachel in the classroom, and that informs both my words and actions with
students.

Looking to move back to the focus on identity, Researcher tries to
reframe the conversation by sharing informat)ohagree that being a

parent makes you aware of how parents feel about their children and how

that can impact how they interact with schools and teachers. | remember
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Mother:

Researcher:

reading Sara Lawrence-Lightfoot’s book, The Essential Conversation

about what parents and teachers could learn from each other. When
parents meet with a teacher, there are more than three people present. In
conferences, every teacher a parent has ever had is in the room, for good
or bad. Lawrence-Lightfoot talks about how parents bring to conferences
all the experiences they had in school and refers to the ghosts in the
classroom. Those experiences range from positive to negative, but every
adult can share a negative experience about a teacher.

cees what Researcher is talking about and shares a merhtiink back

to my high school physics teacher who listed the test grades on the board
from highest to lowest and would then return the tests at the end of the
period. | spent the whole class focused on the numbers. | would start
hoping for one of the top ones but would slowly lower my hopes to the
middle scores or even decide | was willing to settle for a passing grade.
This practice caused me great anxiety. | carry that into the conference
we’ve had with Rachel’s teachers. Knowing that parents bring these
experiences with them in interactions they have with me has made me
realize that often the conversations may not be about their students, but
rather, about themselves. It has had a huge impact with the way | interact
with parents.

wanting to explore this connectippiHow? How have you changed the

way you teach because of it?
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Mother:

| teach with clarity and charitysgeming pleased at the words clarity and
charity) | try to make sure | understand my students and my students
understand me. | don’t think I fully understood the importance of this

until 1 was a parent. | was too focused on what was happening in my
classroom. | thought only about what happened within the 43 minutes
students were with me. That was what was important. | failed to account
for or recognize that 43 minutes is a very small portion of students’ days.
Being cognizant of all that transpires in one day for my daughter has made
me recognize the importance of clarity and charity. These students carry a
lot into the classroom, things that may supersede the objectives of my
lesson or unit plan. | need to be respectful of that. |try to put myself in
parents’ shoes. |don’t just grab the phone and call home to talk about a
student’s behavior or grades. 1 think about what the impact will be with
the parents. | haven't gotten a call about Rachel yet, but | know it will
happen. When | call a parent, | make sure | don’t hang up until WE have
a plan. Ireally like to think that | can help them come up with strategies
for solving the issue. 1 like to think we are working together. 1 also try

not to act too serious about it. | focus on the issue and discuss some ideas,
but I don’t dwell on it and I try to say or imply that it is not something to

be worried about. It is fixable. Ithink that's important for parents to hear.

| know my kid has problems. | don’t mind hearing about them, but then |

want to know what to do to fix thempduses then adiisOh, and | follow
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up. I don'tjust call with the problem and then let it go. | have contact to
let parents know what’s happened, what's changed. | would want that if it
were Rachel. | guess that's what I'm saying. | know the feelings of
parent and | try to be aware of them.

Researcher: Interestinglogks down at clipboardpts down notes and then pauses
The complex nature of the relationship of being a mom has certainly
impacted relationships with other people and the way | approach my work
with students. | try to think about things systematically now. | know that
there is a reason for everything, and | have to really analyze whahg goi
on to try and figure it out. For example, | analyze behavior with students
much like 1 do with Rachel. | stop. | pause. Ithink. Ilook for reasons to
explain what has happened. | try to wait before reacting. Itis so easy to
respond and react, but | need to be thoughtful in my responses. | am also
more deliberate in not providing solutions, but trying to let students and
parents come up with possible solutions. | am less imposing. Yes, | can
come up with solutions, but they are my solutions. | have seen the power
of this with Rachel. If she comes up with a solution, it is more
meaningful. The same is true for students. If | allow students to have
their voices heard, the interactions are more effective. This idea goes back

to what | learned about classroom discipline from reading Alfie Kohn’s

book Beyond Discipline When | first started teaching, | responded

quickly to situations and imposed consequences. Now | involve students
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and ask them what they think would be a fair consequence. Have you
done that with Rachel?Résearcher turns towards Mother with question

Mother: There are times when | ask her what she think should happen. She went in
my closet and tried on all of my shoes, which she knows she can do, but
she left them all over the place. | went in my closet and got angry and was
about to yell when | decided to call her in. | called her in to the closet and
we talked about it. She knew the rule was she could try on my shoes but
she had to put them back. So | asked her what would be fair. She came
up with a couple of ideas including that she shouldn’t go in my closet for a
year. Mother smile¥ | lowered it to a week, but it was fair and it was
something she came up with.

Researcher:  So it works with Rachel. How are you different with your student
because of her?

Mother: (pauses to think about this before she starts; she starts $l@®eyause of
Rachel, I look at students differently. | think I’'m more understanding and
compassionate. It is not that | have lowered my expectations, but | am
more flexible. | see these students as children. Even though they are 12
and 13, they are still children. They are still trying to figure it o@m|
more forgiving. Rachel has bad days and things go wrong. She has said
things that are hurtful. As a mom, | know she loves me. There are often
other things going on, things | may not even realize. This is true with

students. In the classroom I try to recognize that students have other
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Researcher:

Mother:

things going on and may have come into the classroom preoccupied or
upset. |think | used to expect students to come in as blank slates, but now
| realize that is impossible. We are all carrying around something.el hav
a better understanding now of how much a bad morning can impact your
entire day. If Rachel sleeps late and we have to rush, it makes for a rough
start to the day. Sometimes there is crying. | have discovered that all of
this sets the tone for the day and may happen at home, but has an impact
on what happens everywhere else. | think about this with my students. |
can tell sometimes when students come to their lockers in the morning that
they have had a bad morning. If | see this, | do what | think will work
with the student. With some, they need to be left alone. | don’'t expect a
high level of participation in class. For others, | need to talk to them and
see if there is anything | can do. Sometimes just helping a student figure
out that they can call home and get whatever it is that they have forgotten
will turn things around. | get more involved and see what | can do. |
didn’t always do that before.

So you feel that you treat students differently since Ingcamiom?
I do. Iam nicer. 1 am more aware of students’ feelings and think more
about how and what | communicate with them. [ think about Rachel and
the teachers she has and will have. I think about how | want them to treat

her. | always want her to feel safe and respected. | know she will make
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Teacher:

Researcher:

mistakes and have bad days, but | want her to feel the support of the adults
around her. 1try to be this way with students.

ihterrupts, remembering one of the people she studied in graduate school
who truly impressed hgrThat reminds me of Marva Collins and reading

Marva Collins’ Wayin grad school. | was so struck by the image of her

taking the dirty child into the bathroom and getting him clean. She did for
her students what the parents weren’t doing or couldn’t do. | also
remember that she said if you can’t make a mistake, you can't make
anything. Students make mistakes. Rachel makes mistakes. | make
mistakes. | need to be cognizant of this when | interact with students.
nfaking another connectipnOthers have written about the power of

mistakes. Stephen Nachmanovitch in his book Free Play: The Power of

Improvisation in Life and the Artiselieves mistakes are powerful. Rather

than avoid and fear mistakes as we have been taught, Nachmanovitch
believes they should be sought out and seen as opportunities. Mistakes
facilitate creativity. Conveying this idea to students is difficultesiic

goes against what they have been taught in school. Students can begin to
reframe their thinking by analyzing the situations afterwards to reo®gni

the positive effects that emerged from mistakes. Students need to be
active participants in their own learning by thinking about all that they do

in school—and in life—as part of the scientific method. As they have

guestions, they devise solutions. Not all solutions work. Some are
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Mother:

Daughter:

mistakes. Students can practice the cycle and become more comfortable
with being unsuccessful.

ftegaining what she believes is her question with a tone of “my fukn”

think through how to deal with situations in ways that allow students to
feel a sense of ownership and independence. | have taken parenting
classes and read books and | have used a lot of the same strategies with
students. | am calmer. | speak softer and react slower. | process
situations before getting involved. | understand acting out, not being able
to sit still, or just having to say something. This has made me feel like |
am doing a better job connecting and understanding all the students in my
classroom. Before | was a parent, | think | saw all my students through
my own experiences as a student. Students who didn’t fit with what | had
been like as a student went misunderstood by me at times. Becoming a
mother has definitely changed me in the classroom.

jumps in with a indignant toneWait a minute. You just said nicer? |

have always been nice to students. | went to a school where public
embarrassment was used as a discipline tool. Remember the rule of soda
not being allowed outside the auditorium? When Ms. Fynch, my teacher
and the headmaster’s wife, caught me walking with a Dr. Pepper, she
totally lost it and poured the remnants on my head. | think we can imagine
what would have happened to her had it been a public school, but it was

not made into a huge deal. It was humiliating. | was determined to not do
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Researcher:

that in my classroom. | also remember how much | felt like 1 didn't fit it.

| know | keep that in mind when | am working with students. | see
students that | know are going to struggle socially in middle and high
school. | will admit that everyone at my school was on a similar track.

We were all headed to college. We all had parents who were concerned
about education. No one was poor. Everyone seemed to be middle class
or higher. So itis true that it has taken me a while to be better at
understanding—and respecting—students and parents who believe and are
different. | remember being shocked when Julian, a seventh grader |
taught my second year teaching, said to me | was a white woman who
didn’t understand anything. It made me think about things. It made me
realize that he had faced much more than | had when | was 12. He knew
more about things he considered practical. The knowledge that | had at
his age was different knowledge, it was the knowledge of books. His
knowledge was about survival. There is a certain power associated with
each of those two types of knowledge.

yet again making a connection, which makes Mother and Daughter look
at each other and roll their eyeshis reminds me of Shirley Bryce

Heath’s ethnographic study of two communities, Roadville and Trackton,

presented in her book Ways with Wordalthough the economics were

similar within these two communities, children entered school with very

different experiences with literacy. The children had been exposed to
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Daughter:

Researcher:

Daughter:

language and stories in different ways. The teachers valued the literacy of
one set of students over another because of their own experiences with
literacy.

jumping back in and moving back to her experience with Juli@hen

Julian accused me of not understanding him, he was absolutely correct. |
did not understand his unigue experiences and | was not valuing them
within the classroom.

again, jumping i 1 may have not have known then how to place value

on his knowledge, but | am aware now of the different types of

knowledge. Reading books like Annette Laureau’s Unequal Childhoods:

Class, Race, and Family Lifeas helped me to recognize how social class

and social location at birth can be largely determining factors. Lareau’s
research confirmed that Americans believe in the American dreaievéel

in upward mobility, yet social class and location are connected to life
experiences and outcomes. Julian knew the realities of Laureau’s research
and tried to confront me with them.

é&ngry, directed at ResearcheLet me finish what | was saying.

Recognizing the harsh realities of class and power has taken time, but |
have become more aware. | do think | have always been nice, though. |
may not have fully seen or understood my students in ways that honored
their backgrounds, experiences, and realities. | do believe I tried to

understand them and | hope they recognized that.
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Wife: (ignoring Daughter since she believes she was too rigid previouslyg
feel constrained at times. There are times when | am physically in m
classroom, but mentally | am somewhere else thinking about all of the
things | need to do. Wondering when it will get done ... There is laundry
and dry cleaning and groceries and sometimes | feel overwhelmed about
how or when it will get done. Here is my “To Do” list for later today: 1)
create new seating charts; 2) make a sample writing piece for the bad hai
day writing assignment; 3) print out the article on Professional Legrni
Communities that | need to read before tomorrow’s meeting; 4) pick up
the dry cleaning; 5) pick up dinner to drop off for the Redferns; 6) fill out
the forms for next year’s medical savings account; 7) respond to email
about Patrick’s class schedule; 8) see counselor about Alex S.; 9) order
Rachel's Halloween costume; 10) email Kelly about play date; and, 11)
email Ms. Gray about Rachel’s parent conference time. | make these list
because | worry | will miss something. The list has things for work and
home and friends, and | never get it all done. | want to get it right.
Getting it right is very important to me. | have high expectations for
myself. Maybe as an only child | have grown up believing | need to
please everyone. |learned to please everyone because there was just me.
| say “yes” too much. | keep thinking about how | need to say “no” more
often, but it doesn’t happen. | have always tried to manage on my own

without asking others for help. Even Colin. | try to make everything work
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Mother:

Teacher:

without asking him to help me. By the time | can’t manage anymore, the
situation is usually pretty ridiculous. Luckily, he is the only one who has
seen me vulnerable and in need of help. | turn down offers because | want
to be able to manage myself. | never want someone to think | don’t have
things under control. It is important that Colin and Rachel never think that
| have done a poor job. Their approval is important to me. | want them to
be proud of me.

| want people to think | am a good mom. | want to be able to work—to
teach—to be a wife and mom and do it all well. | chose to work. | felt
lucky I had a choice. | know there are many people | work with who have
children and they had to come back to work even though they didn’t want
to. | knew | wanted to come back and teach. | get joy from teaching and
being a mom, but | worry. | worry that | let things slip. There are so
many details and | need to realize | am not going to get it all righteall t
time. Last week, Rachel had a friend come home with her after school. |
sent an email to her teacher, but | forgot to write a note for the bus driver.
Rachel told me the bus driver had told her she needed a note next time. It
was a little thing. Very minor. Still, it is the type of thing | perseteecm
and continually beat myself up for because it is a detail I let slip. If I had
more time, | might not let things slip.

Time is certainly a constraint. When | started teachingdhhawvas

critical to return students’ work within a day. | would stay up late at night

235



Mother:

Researcher:

to be able to do that. Even with writing. It was very important to me that
students get immediate feedback.

Gighg Ijust can’t do that anymore. | can’t get students’ their work back
quickly. I need time to get it done and | am usually getting it done at night
after Rachel goes to bed.

has heard enough of the whining and wants to ensure the others
understand how much Researcher suffers because she needs time, too, but
often gets the least amount at the most inconvenient)tiBuigsl am

competing, too. After Rachel goes to bed is when | can work on my
writing for my dissertation. At that point, it is usually nine o’clock and |

am exhausted from the day’s work. It reminds me of Deb Casey’s chapter

in Daredevil Researcivherein she goes through her day of managing her

children and her work in a stream-of-consciousness fashion. Her sense of
feeling rushed comes across through her thoughts as she moves back and
forth between her present realities of dropping off her children so she can
work and the future realities of trying to remember if she has something in
the refrigerator for dinner. Casey captured my day in hers with the
constant movement forward and thinking and doing and thinking and
doing. The cycles and circles are present every day. | move back and

forth between my work with students and my care for Rachel.
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Wife:

Researcher:

Mother:

Wife:

Daughter:

Teacher:

Wife:

Meanwhile, | am feeling like | am neglecting Colin more.fd8e Rachel
was born, there was teaching and there was Colin. Now, there is Rachel,
too. And the dissertation.

We have gotten sidetracked. | asked about how things hadi dNange
THE CLASSROOM.
in an I-will-be-heard voick | was talking about approval. Wanting to get
it right. Wanting to be a good mom.

(speaks loudgr And wife.

g$peaks even louderAnd daughter. | want my mom to be proud of me. |
want her to feel like | am a good daughter, too. Her approval is important
to me. |feel a certain emptiness because | know | cannot seek my dad’s
approval. He is gone. | hope he was proud of me. | wonder what he
would have wanted for me. | know he was proud of me when | graduated
from college. | know he was proud of me when | married Colin. | would
like to think he would be proud of my accomplishments as a teacher and a
mother. | continue to look to my mom to see if she is proud of me.

But my students’ approval is important, too. | want them to think | am
doing a good job. | want them to think back on seventh grade English and
feel as if they really grew a lot during the year. | want them to respec
| want them to work hard. | want them to see all they can do.

(interrupts and holds up her “To Do” litYes, to do. | NEED TO finish

my “To Do” list of everything | need to get done today after school. |
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Researcher:

NEED TO complete the volunteer form for Rachel’s school. | NEED TO
go by the store and pick up the books for being a Daisy Troop Leader.
Another thing | said “yes” to. | NEED TO make sure | have emailed her
teacher about coming in the classroom for the art activity. | NEED TO
schedule the drapery installer. | NEED TO go by Hallmark and pick up a
sympathy card. | NEED TO decide what I will cook tonight so | know if |
NEED TO go by the grocery store. | NEED TO remember to put Rachel's
ballet clothes in her backpack. | NEED TO call in the refill for my
medicine. | NEED TO make a list of things to ask the dermatologist when
Colin takes Rachel to see him. | NEED TO bake one pan of brownies for
the student government officers’ meeting at lunch tomorrow. | NEED TO
edit chapter three of my dissertation. | NEED TO ... I NEED TO ...

| NEED TO...

ifterrupty | hear your “To Do” list of things you need to do and
understand how you feel pulled, the tensions that exist to get everything
done. What | want you to explore a little bit or explain about how this
impacts your work here. How does all of that come to play out in your
teaching identity? What are you doing in the classroom? | can see that
you are thinking about responsibilities outside of the classroom. How has
the way you perform or position yourself in the classroom changed with

marriage?
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Wife:

Not to sound mushy or anything, but I think | bring a stronger
understanding of commitment to the classroom. Being married has meant
rearranging my life and myself to make room for someone else. As an
only child, I did not share, physically or emotionally. Marriage has made
me share; it has helped me recognize sharing is a positive thing. | was
pretty selfish before. | was an only child. Had my own bedroom. Had

my own bathroom. Had my own everything. Didn’'t need to get anyone
else’s input. All me. Now, | am not alone; there is someone else to take
into consideration with the choices | have and the decisions | make. There
is a high level of responsibility with marriage, but there is great joy in
sharing with someone else. | don't feel alone. | know that | have a partner
| can call. The sharing has made me more confident and comfortable.
This confidence and comfort is present in my classroom. | am not as
tentative. It does not mean that | am compulsive. 1 still think things
through, but now I have the ability to share my decisions with someone
else and receive support and help. | was a teacher before | was a wife, but
it became different. A feeling of being complete—of being more—came
with marriage. | have the distractions of being a wife, but also the
fulfillment. I think the work of a marriage, the work of making a
relationship last, has transferred to deepen my commitment to the
relationships | form with students. 1 also think | look closely at students’

parents. Parents’ relationships have a strong impact on students. |
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recognize how the ups and downs of relationships are not private when
children are involved. | think more about parents’ relationships and see
more of the connections between those and students’ relationships at
school. When | started teaching and parents would share some of their
lives with me—separation and divorce—I don’t think | understood. |
looked at the model | had for marriage, my parents, and | didn’t
understand why relationships failed. | do now. | see why some
relationships and marriages work and can understand why some fail. |
feel fortunate in my relationship, but | am aware of the effort required. |
think about all of the things | need to get done and can see where the
“To Do” list can get in the way of spending time together. | feel like |
have to get everything checked off the list so | can focus on Colin. There
are times when | realize that | need to hold off on getting things done to
spend time with him and give him my attention. He seems to come in last,
and | need to work on that. | fear | take him for grantethe Etops and
thinks and has an id¢al should send a card to Colin at his office. | enjoy
doing this and used to send him notes all the time. | don’t do it as much
anymore. | can write things that | don’t remember to say or don’t say
enough. | forget sometimes how much he does, too. | feel overwhelmed
with all I do, but | forget all of the things he has taken on in our
relationship. He makes time to help me. Right now he has spent most

weekends with Rachel while | have been writing. We have not been doing
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things as a family as much. The two of them go on outings while | hide
away and write. Much of what | have accomplished is because of his
support, and | need to honor him in a special way when this is all over. 1
need to think about writing the dedication. How can | capture all he
means and has done? | keep thinking about the e.e. cummings poem, “i
carry your heart with me.” 1 feel like | carry Colin’s heart with ameal |

hope he carries mine with him. The poem seems to fit all of us in some
way. Wife stands up and walks to bookshelves; she scans a particular
shelf until she finds what she is looking for; she pulls a book, flips to a
page she has memorized and reads gloud

i carry your heart with me

i carry your heart with me(i carry it in

my heart)i am never without it(anywhere

I go you go,my dear; and whatever is done

by only me is your doing,my darling)

i fear

no fate(for you are my fate,my sweet)i want

no world(for beautiful you are my world,my true)

and it's you are whatever a moon has always meant

and whatever a sun will always sing is you
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here is the deepest secret nobody knows

(here is the root of the root and the bud of the bud
and the sky of the sky of a tree called life;which grows
higher than the soul can hope or mind can hide)

and this is the wonder that's keeping the stars apart

i carry your heart(i carry it in my heart)

(Wife looks up at the characters in the room and seems to have become
emotional during the readingMy dad will always be in my heart, and it
was his physical heart that is much of my story as his daughter. My mom
is in my heart. Colinis in my heart. Rachelisin my heart. My students
are in my heart. There is so much in my heart that | carry around. This
poem seems to sum it all up. All of the people who are connected to the
six of us are in my heart and | carry them all with me. | think marriage
has made me understand that—made me understand how all the
relationships | have are with me at all times—the people are with me. |
am no longer alone in the way | was before. This poem says it as well as

anything | could say or write would.
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Writer:

Researcher:

Teacher:

Writer:

It always comes back to writing. It is through writing thatake sense of
things.

That starts to get us back on track. Writing happens in the RDASS
(The emphasis is on classroom to try and get the characters back focused
on her questions; she looks around at all of them to try and gauge their
awareness of the conversation taking place.

Writing was so powerful for students last year, and | hojié bevihis
year as well. Students wrote each day. Students filled up their journals.
Around March the first student said something about running out of room
in his journal. | think it was the best thing | heard all year. | made time
for writing as a habit, and students responded. The connection | felt to
students was deeper. They shared more and trusted each other—and me—
more than | remember in the past years. | looked forward to writing with
students and hearing them share their writing.
(since this is about writing, Writer reinforces what Teacher is sayihg)
was a huge change, but a critical one. | had gotten away from regular
writing. In graduate school, | read Nancie Atwell’s book In the Middle
and believed her ideas in theory, but | had not put them fully into practice
until last year. | came to understand that we learn from each other; | am as
much of a student as the other students in my room. | have learned that
choice and structure are not mutually exclusive, but students need—they

crave—the freedom to make choices about their writing. Last year was
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powerful because | saw Atwell’s ideas at work and working. | really
enjoyed sitting with students and writing and then reading my writing to
students. It allowed me to slow down. | had been spending the first

five minutes of class on administrivia—I love that word. | was doing
attendance or checking in homework or responding to emails while
students completed a warm-up. Somehow | managed to get those things
done last year even though | didn’t have those five minutes at the
beginning. Sitting and writing with students was a centering time for me,
too. | got to write and then | had the opportunity to share my writing.

(She flips back in her journal and finds an entry from the end of the year.
Here, let me read one | read with students ... here is a good one. We
wrote about seeing something that surprised lisstdrted out fine. 5:30.
Snooze. Up. Shower. Clothes. Make-up. Kiss Colin—still in bed.

Tiptoe down hallway. Kiss Rachel—still asleep. It was Monday, but |
knew what | was doing for the day. | was ready to teach. | was always a
little unhappy on the Monday after spring break. It means the year is
coming to a close and we have standardized testing coming soon. | pulled
into the parking lot at school, grabbed my bags and Starbucks—stopping
at Starbucks made Mondays better—and went into the building. Unlocked
my classroom. Turned on the computer. Turned on the TV and LCD. So
many remotes. Logged in to the computer. Sat down. Drank some of my

drink and took a deep breath. Then I heard loud sounds from the hallway.
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Kathy, one of the eighth grade English teachers, came running into my
classroom. She was dripping wet. “Hurry. You have to see this.” She
ran out and back down the hallway before | could ask for an explanation.

| got up and headed after her—curious and excited. | got to the end of the
hallway and turned down the eighth grade hallway. | caught myself
immediately at the sight and froze laughing. A slip-n-slide had been set up
in the middle of the hallway, and the eighth grade teachers were taking
turns running, jumping, and sliding. Water was splashing up everywhere
onto the lockers lining the sides of the hallway. No one had on a swimsuit.
They were all taking turns. | couldn’t believe what | was seeing. The bell
would ring in 10 minutes. How would we get this cleaned up? The
principal was going to fire all of them. Then | saw the principal take a
running start and slide down the hallway.She closes journal, looks up

at Researcher, and continuggVaybe sharing my written work shares a
powerful unvoiced lesson; seeing me take a risk helps my students take a
risk, too. Sharing my writing—and in some ways, myself through my
writing—helps me to show students change or difference. It opens them
up to the possibilities. It is through these possibilities that | can do what

Maxine Greene suggested in Landscapes of Learhaan enable them

reflect on themselves and their lives, to search for meaning, and, most
importantly, to rebel. By rebel, | mean they can change or be different.

They can explore the possibilities; | can help them explore alternative
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Researcher:

possibilities. They don’t have to conform to the conventions that have
been assigned, the identities, positions, and locations are not fixed.
pllling the ideas together to summariZzeg¢ading was something we

always did well. Students were able to explore these same things in
reading, but writing made it more personal. Daily writing changed the
classroom. It was a conscious choice, an experiment to see how daily
writing could impact students in terms of the classroom community and
their own abilities as readers and writers. | knew | was taking a risk. |
wanted to take the risk as a lesson for my students; the choice to write
each day with my students was as much about the habit of writing as it
was about the choice | was making and what it meant for students’ voices.
Taking the time to write daily and have students share their writing gave
value to both their written words and their voices. | hope students saw this
and learned from it, too. The writing took time, but the results show its
importance. Students’ writing was strengthened through daily practice.
Informal and formal writing was more effective. Most importantly,
students saw themselves as writers; they saw writing as a praetjce t
engaged in regularly. It wasn’t an exercise, but a practice. We all
practiced together. Fewer students struggled in composing because they
were composing daily. It showed me that daily writing could change my

students. Their personal reflections with supporting writing pieces
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Writer:

Daughter:

indicated how much growth had occurred for them as writers. This did not
surprise me. What did surprise me was how it changed me.

It took me back to writing as a secondary student. | would lie down on my
bed and write poetry for hours. | would work with an image or idea and
craft words to go alongside it.

g¢tands up and goes over to shelves and pulls out a copy of The Talisman
her high school literary magaziheRemember the red union suit? It was
what | slept in during the cold winters. | would snuggle under my down
comforter in my red union suit and be warm and content. Oh, here itis.
(she smiles, pauses, then reads the poem

The Red Bell Pepper Suit

Counting stairsteps while plopping from one carpeted one to another, one
Youthful but in the dress he loses years, two

Sneaking between two wooden shafts

Extending down from the banister, nine

Mushed chest puffed like proud cockatoo between

Bars of a cage, five

The little boy stands, solemnly giggling part way down the steps trying

To hide his age of “I'm this many,” while showing it off more, four

The little boy is decked out in a red union bay suit complete

With flap in back for late night excursions, eighteen

He continues to flop down the remaining stairs.
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Careful to leap over the last step, he slides on socked feet,
Down a wooden hallway, closing in on the mirror at the end
Fourteen steps turn into forty on his ten pudges of digits
Admiring himself like dad
In his three-piece suit
He adjusts his top button.
Ashby Reid
Grade 12

(Daughter pauses, going back in her mind to her senior year then pulling
herself to the present againThat poem was about a little boy, but it was
also about me. | know how much my dad was something | thought about
because | chose to have a dad in the poem. The image of the boy looking
in the hall mirror like the father was a connection to the relationship |
wanted with my dad. Writing alternated between allowing me to escape
and helping me to understand. It was a release and escape.

Teacher: freaks in to bring the conversation back to studehtgalize |
encouraged this same release and escape for students through writing. For
some it was in small ways, but for others it was a big change. Students’
written reflections showed me that.

Researcher:  The other thing with sharing writing was | was sharisglimyn that one
entry about the teachers and the slip n’ slide, there is a reference to Colin

and Rachel and life outside school. There is a mention of Kathy as a
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Teacher:

Researcher:

Teacher:

friend. | go through my morning routine. The six of us were in many of
the entries and students got to see us when | read. It was another way of
making connections with students.

Each time a student shared writing with the entire class hsognets
learned from it. It gave me ideas about student writing. It gave me ideas
for other writing prompts. There were lessons that we did because
students seemed interested in a topic we had written about. | had days
where students were given the opportunity to go back and continue a
piece. They started to ask for these days. They would also come up with
ideas for entries based on other ones. It became a powerful part of class
and influenced a lot of other things.

Researcher moves towards Teacher, wanting to refocus on the writing
done by students in the classropriet’s look at how we establish the
culture of writing in my classroom. Because what we are saying is this
culture is what has changed, and it is this culture that reflects my teaching
identity. How do we let students know that they will be writing each day
for a period of time? Sometimes about a topic we provide and sometimes
about whatever they choose? How does it all start?

OK. It starts with writing. On the first day. Students wrdeséry first
day of school. Not a lot. But | share my writing with them and ask them
to write down some ideas about it to share with their table and then the

class. The second day we write, too. And the third. And the fourth. And
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Researcher:

Teacher:

there you are. We are writing. We write at the beginning of class each
day. | hate to skip a day. It is the first thing we do when class starts.

Do | have a transcript so we can look at what | say and which oses of
are involved with how we establish this routine? Knowing what we say to
students about writing will help to make sense of the ways in which we
convey what writing will be about in the classroom. It will also provide a
picture of the culture of writing we intend to establish. | wonder how each
of us is present in the writing and the ways in which writing is presented
to students in my classroom.

| want to let students know immediately that writing is sometengill
do each day. | want them to know writing will be one of the most
important things we do together. Like much of education, writing is about
language. Language is a way to know yourself, to know your world, and
to know your responsibility to both. | want students to redefine writing
and recapture the moments they experienced when they first began to tell
stories. Again, | think about Shirley Bryce Heath’s work. In the
communities she researched, language was viewed and used differently.
Children from one community were focused on storytelling and oral
traditions. Children from the other community were focused on written
stories: classic children’s books. Their experiences with language were

different. | recognize writing about themselves can help students
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Researcher:

Mother:

construct a common language to help them understand themselves and
others.

This recapturing of students’ first experiences wiirsteminds me of
what is lost with children and art. Stephen Nachmanovitch shares a story

in Free Play: The Power of Improvisation in Life and the Aldeut a

child who drew imaginative and colorful trees at the age of four. By first
grade, the same child was drawing lollipop trees like other children.
Nachmanovitch suggests our original voices are squashed and buried as
we grow older.

(nterrupting with a memory she has held on to, a memory that makes her
sad, partly because it reminds her that Rachel will grow older and partly
because it reminds her of her frustrations with how to make changes with
her own child Last year, | was at Rachel’s school art show and shared
with her art teacher that Rachel really enjoyed art. The teacher told me
that Rachel's work was creative, but that likely that would go away. She
said students begin to change as they go through elementary school and
their work reflects less imagination. The teacher's comment was striking
| immediately wanted to know what | could do to prevent this. How can |
stop this? The art teacher seemed resigned. | looked at the ceramic
cupcake Rachel had created and hoped I could help her retain her
imagination. | want students to recapture the magic if it has been lost or

forgotten.
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Teacher:

Writer:

Teacher:

The same thing happens in writing. Students tell amazing shonigs a
dragons and castles and things that are unreal but spectacular. As they
progress through school, teachers tell them to write about what is real,
what is possible. We teach them the forms of writing. We take red pens
to their papers. Slowly, they begin to write lollipop trees. | want them to
write trees that are unreal. When | start writing with students, | thant
to know that this is about them using language to understand and
recapture. | want them to write and be in the moment of that experience
without being constrained by conventions.

This has been important for me, too. | think back on cranking out papers
in college. The writing was for a professor to read and judge. | need to
write for me and know that it won’t be judged by anyone.

¢xcited to share a connection that brings her together with Mpther
Ralph Fletcher—I mentioned him before as someone who has influenced
my writing and certainly how | use writer’'s notebooks—recently visited
Rachel’s school. In his talk to parents and teachers, he made a connection
with writing like Nachmanovitch made with art. Young children see
themselves as writers, but slowly they begin to see writing as something
they are not good at. With daily writing | hope to help students reclaim
their voices. By giving them the opportunity to write for themselves as
well as their peers and teacher, | hope to give them their voices back. |

want them to see themselves as writers. Fletcher spoke about boys
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Researcher:

wanting to write about monsters that tear down the city. | want to offer
students the choice to write about those monsters. There is an important
lesson for THEM in doing that. By giving them choice, they can write
about what they want. Over time, they move from monsters to
understanding the world.

one flipping through the pages on her clipboard, she locates the
transcript, and speaks in a louder voice, regaining contr¥les, | have a
transcript from one of my classes. This is the second day of school. Here
is the part where | go over the directions for writing. Listen to see the
clear message that all | want is for them to write. Nothing elsemnatte
Form is unimportant. She pauses and then launches in to the readjng...
“We will write every day. On your way in, get your notebook, so right
now let’s all get our notebooks. Grab your notebook. So, a couple of
things to know about writing in your notebook. You can write with
anything you want to. It doesn’t matter to me if you use pencil, pen, pink
pen, purple pen, orange pen. It's your notebook to write in. It is not a
place where you will write and | will be looking at your spelling or
grammar. It's not about that. | don’t care about your spelling and
grammar. What's important is that you write the whole time. Let me
show you what we are going to do today. Look at the board. Every day
you need to get the date on there. Again, | don’t care how you write the

date. So turn to whatever you want to be the first page of your notebook
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and put the date on there. But it’s critical that you put the date on
because | don’t make you write the questions or the prompt. | only make
you write your answer so | have to know the date to know what it is you’re
responding to. OK? Towards the end of the quarter we will take a whole
day where you will look back through all the things you have written and
you’ll do some reflection and talk about what you think you did well in
your journal and then I look at them and give them a grade, but it's not
about again your spelling or grammar. It’'s just about you writing. If you
write for the five minutes every day, you'll be perfect. That’s all I'm

asking you to do. The more you write, the better you write, and the easier
itis. You can skip lines if you want or not skip lines. You can write on the
back of the page or not write on the back of the page. It's your notebook.
You can do it however you want. | try to always give you options so that
you can do something that you want to choose to write about. The other
thing that | will always do | will always tell you up front if I'm going to
make you read what you've written because | think it's important to know
that. Some days | will say to you, ‘Today I'm going to ask everyone to
read,” and so you know in advance what you write you're going to have to
say out loud. Some days I'll say, ‘Anyone who wants to share can.” Some
days I'll say, ‘I need five people to share what they’ve done,’ but Ill
always tell you in advance if you are going to have to read. | always write

with you. It's not a time that I'll be looking at anything. I'm going to be
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writing as well. One other thing. So the only thing I just really want you

to do is write the whole time. So if you get stuck and you can't think of
anything to write, you can write the word ‘boring’ a million times. You

can write, ‘I hate Ms. Rushing,” a million times. So whatever it is just be
writing. Some days you'll write a lot more than others because you'll
write quickly, you'll really get into it. Some days it'll be slower. Just

make sure that whatever you’re writing with is moving. OK? The second
bullet is what we’re going to do today. I'm asking you to write about a
first day of school. It could be yesterday, your first day of seventh grade.
It could be your first day of kindergarten. It could be a day that hasn't
even happened yet. You could decide to write about your first year in high
school, you know, first day of freshman year of high school or first day in
college. It doesn’'t matter. It can be real or it can be fictional. It could be
that you want to write about yesterday only aliens landed at Washington
yesterday. Totally up to you. If it helps you | have a phrase up there you
can start with, ‘I remember the first day clearly...” You can start however
you want. You can start it that way. We’'re not going to write for

five minutes because it might be too long, but we will work up to five
minutes. So we will do about three and a half minutes today. And | will let
you know when we are about thirty seconds from the end so you know
when to wrap it up. Any questions before we go? Let me get to a page. |

am going to start a new one. | did the same one all morning but now | am
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going to do a different one. OK. You ready? Wri{@esearcher flips
back to the top page of her clipboard then looks around at the othér five.

Teacher: I don’t want students to get caught up in what color pen they have to write
with or how they have to write the date on the page or whether or not they
have to skip lines or write on the back of the page.

Mother: If there are too many rules, it isn’t as much fun. The other thing is they
see seven teachers a day who each want things done differently. It can be
overwhelming for them to try and get it right for each teacher. Each
teacher has a different set of requests, a different way that students have to
do things. |looked back at the supply list we sent home for students. It
makes it clear that each teacher has a different set of requirewrents f
what students should bring to class. So many binders and folders and
notebooks. Who can keep it all straight? | don’t want them to feel
anxious about HOW to write. | want them to write.

Teacher: | want to take form out of their thinking. | want them to have the
experience of writing, to use language. 1 just want them to write. The
biggest thing at the beginning is getting them in the practice of writing
continuously for the time. Ralph Fletcher mentioned the word stamina
and | think that makes it clear. | want them to develop writing stamina.

Daughter: | remember how the details were so important when | was in raidtlle
high school. We had a specific written format—put the proper heading on

your paper or you will lose points—and were required to use it on all of

256



Mother:

Daughter:

our papers. Any writing we submitted had to be done in fountain pen.
Oh, and it had to be cursiveSHe shivers at the memorijes.

(Mother wants everyone to be aware of how this was certainly more
painful for some studenjsCan you imagine how painful that was for
students who struggled with handwriting and writing neatly? It must have
taken some of them hours to write a simple composition. And what did
that place value on? It valued the form rather than the words on the page.
It valued grammar. She has become angry by the end of what she has
said)

Grammar in middle and high school English classes involved extensive
sentence diagrammingD&ughter smiles, stands up and goes to board;
she writes a sentence on the board: At first, | was a daughter and a writer,
but now | am a daughter and a writer and a wife and a teacher and a
mother and a researcher. She begins an elaborate sentence diagram while
she continues to talk.Each year we learned more about diagramming so
that we could diagram more complex sentences. In sixth grade, we began
with simple sentences and moved on to compound, complex, and finally
compound-complex ones in high scho@arriner’s English Grammar
and Composition Bookas the resource for how to draw the lines and
place the words. Sentence diagramming involved precision; there was one
right way to diagram any particular sentence. Our headmaster, Dr. Fynch,

delighted in creating sentences for us to diagram that went beyond the
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rules and examples provided Warriner’'s. (Daughter, still facing board

and diagramming, launches into a lecture given to her by Dr. Fynch, the
headmaster; she tries to mimic his vajcgvho do you think you are?

The Queen of Sheba? The Japanese are taking over and you sit there and
talk while you should be working. You will be driving a Japanese car and
you will be living in a Japanese country, but it will be right here. The
Japanese will take over this country. Japanese students are in school

12 hours a day. Youth culture. What are you doing? The youth are doing
nothing to prepare. You can’t even diagram the sentences on the board.
Television. You sit and you watch television and you learn nothing. It
takes away your brain. The Japanese want you to watch television. Go
ahead. Watch. You will be working for them sog8he pauses and then
explains his speec¢khe is still working on the diagram, which has become
huge, taking up the entire boaydDr. Fynch did not approve of talking in
class. If caught talking or engaging in other activities that were not
preparing us for our futures, he launched into a tirade involving the
Japanese and youth culture. He felt strongly that sentence diagramming
was important to our future and the national security. Catching me
talking, he referred to me as a Queen of Sheba. Whenever |—or anyone
else—showed independence, no matter how discrete, he began some form
of this lecture. | was scared of him and usually quiet in class. He rarely

bestowed compliments, but was known for his tirades. He thought each
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student needed to work harder. His lectures were intended to strike fear,
fear that would make us work harder.

Teacher: ghaking her hegd Dr. Fynch was one of my models for an English
teacher. |didn’'t spend a lot of time thinking about how Dr. Fynch should
have taught. It wasn't until | sat down at my graduate school interview
and was asked to articulate my thoughts about grammar instruction that |
began to analyze Dr. Fynch’s teaching methods. In becoming a teacher, |
began to reflect on my experiences as a student. Positive and negative
experiences helped inform my emerging teaching identity. If Dr. Fynch
were still alive, | think | might be willing to stand up to him.

Daughter: Wouldn't the Queen of Sheba that is inside me expect nigh®ufns
around triumphantly and the diagram on the board is seen by the other
five characters; she recaps the white board marker and returns to her

seat.)

daughter
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(once seated she continii&o, we didn’t have informal writing. Our
writing was focused on specific conventions. Writing was about
diagramming sentences ad nauseam. | don’t want them to get caught up in
rules like | did.

Teacher: Content, not form. | want them to write. | want them to play with
language. | want them to feel the power of words. Words about unreal
trees or words about what to do about a friend who has changed. The

imagined and the real.
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Mother:

Researcher:

Writer:

Teacher:

Mother:

Teacher:

The other thing that is critical is feeling comfortable. |1 try &kent clear
that | only want them to write. | am not going to grade for spelling or
grammar. | want them to feel like their journals are a place to write and
scratch out and write things that never make it into a longer piece of
writing. Stuff they just feel the need to say or write about.

I mention that I will be writing, too. Why is this important?
| want them to begin to see me as a writer. It isn’t a choreasaigning
them, but something | am doing, something | want to do. | want them to
see how important it is to me, too.

Paolo Freire’s notion of modeling a non-oppressive pedagogy of not
teaching to someone but with someone. | try to get them to see me as a
learner, too. | sit at a student desk and | write. | talk about what has gone
well for me in my writing. | share. | don’t assert my authority. | give my
authority to them, to their voices. Modeling is critical. They see me doing
it, and they do it, too. | also don’t rush to correct them.

It could be a bad day or the prompt is really hard for them. 1try to give
them time to get into the routine. The beginning of school is difficult and
they need time to process.

The first couple of days | just look up to notice who is not writing, but |
don’t do anything. | look back down and keep going. | try to sitin

different places each day.
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Mother:

Researcher:

Daughter:

But | want them comfortable. | want them to be able to push anytheng els
to the side and write. Unless they need to write about something that is on
their minds. In that case, | want them to feel like they can. When | am
having a tough day or if a prompt is hard for me, | tell them so they see
what my experiences are, too.

Is there anything else that sticks out for you about timgwoiltine that
pertains to one character specifically? Anything | should take notes
about? lpoks up and pauses giving the characters a minute to reflect and
see if they have anything else to)say

| think it's important to talk about how | share writing and ask them to
share. | tell them that first day that if I'm going to make them shaii | w
tell them before we begin writing. Sharing—reading your writing out loud
to a group—can be very scary. | was always scared | would be laughed at
or lacked the confidence to share my work because of what the responses
might be. | don’t want anyone to feel like that. | want them to share and
make mistakes and not care. | want them to share and get excited when
others in the class enjoy listening to them. | also remember being called
on, hearing my name and knowing it meant | would have to give an
answer. | lacked confidence. | wanted to give the right answer. | want
my students to know there isn’'t one answer, and the classroom is a place

to get it wrong.
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Wife:

Teacher:

Mother:

Researcher:

Daughter:

| try to acknowledge it when | get it wrong. | used to be annoyed if a
student shared a typo or mistake and now I look for them myself and try to
laugh at things. | know | don’t have as much time to get it right or check
things as closely. | wish | did, but | have to be honest that there are times
when | just know | need to leave school and head home and decide that is
more important than proofreading something.

| want them to share. | use writing groups so they share thieig wuith
a small number of students. | do other things involving sharing writing so
it is important to begin to build the culture of writing and sharing the
writing from the start.

Gpeaking up to remind the characters about students’ fegliBgsit's
important for them to be comfortable. There are some students who are
never comfortable sharing. | always wonder if something happened to
make them feel that way. | would be so upset if a teacher impacted Rachel
in that way. | know what | say is very important and saying the wrong
thing can have a lasting impact.

ofabbing on to the word “impac)”’ Impact. Let’'s get back to that. Let’s
examine how we impact other things in the classroom. The things that
happen after the writing. What roles do we each play in the other things
that happen in the classroom?

| think we could each share an example of something that has happened

that reflects each of us.
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Researcher: 1 like that idealogks at the clock, frowns, writes something on
clipboard Unfortunately, we have to take a break now and go to the staff
meeting. Everyone either groans or sighs; looking dejected, the

characters gather their things up and move out of the classroom glowly.

Scene 2

Setting: Back in my classroom. Writer, Mother, Wife, and Daughter are back seated at

one of the groupings of student desks. Teacher is at her desk focused on her laptop

screen. Researcher is back standing with a clipboard.

Mother: Clearly frustrated)That was a long meeting. I'll have to leave soon to
head home. Now | won't get nearly as many things done as I'd hoped to.
Ugh! | need to help Rachel with her homework. Her homework folder is
due back on Friday, and we have two more activities to do as well as the
extension activity if she wants to do it.

Wife: And tomorrow is the bowling party with Colin’s office, so it needs to get
done tonight.

Daughter: And mom comes the day after to watch Rachel. | need to getshe gue
room ready and wash the towels. Mom was the last one here, so I think |
can skip washing the sheets. Compromises. Compromises. Not sure |
could get to it anyway.

Teacher: I need to finish tomorrow’s lesson.
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Researcher:

Writer:

OK. Lots to do. Everyone take a breath. Let’s explore thabhdonent.
How does all of this impact what happens here?
We have so much going on in one day—so many things related to each of
us—things dealing with our personal selves and our professional selves,
and they all happen simultaneously. Nothing is compartmentalized. The
week of Back to School Night is a great example of how everything
happens at once. Each of us is everywhere and there are no limits, nothing
defines our space or time. | think writing can help to show you that. 1
remember | couldn’t believe how much | had to do. | was so amazed at it
all that | wrote about it in my journal Sfe flips in her journal and reads
aloud..) “9/27/10 Today was a bit of everything. Monday.
Overwhelmed almost immediately. School at 7 with my usual Starbuck’s
stop. Iced grande Americano in a venti cup with room. | felt like | had
too much to do right away. Rushed feeling. Students were doing several
things in class. Started with writing for five minutes. Then asked students
to write an item from a previous activity on an index card so | could
create a bulletin board for Back to School Night. Afterwards, students
used laptops to work on their writing pieces focusing on paragraphs.
Mini-lesson on paragraphs. Students had to rewrite the first sentence of
each paragraph to make it grab the reader’s attention. Then students had
to save so | could print. All this in one period. Writing pieces were going

to be mounted on large paper for graffiti board peer review the next day.
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Students who didn’t finish had to come back at lunch. After three morning
classes, | raced to a team meeting which lasted over an hour so | had
fifteen minutes before students showed up at lunch. The room was
jammed with students who needed help and needed to print. | can’t
remember what | ate. Already 12:45. Rush again with my last two
classes. Then the bell. Load and plug in laptops. Stack chairs. Show me
your agenda with your homework written down. Then lots and lots and
lots of clean up. Time to get a few things done. Computer crashed.
Network down. Grades lost. No time to re-enter. | left school and picked
up Rachel to take her to jazz. How was your day? What was your special
today? Eat your snack. Quickly. Get to jazz and grab the bag with jazz
clothes and head in. Change. Tell her | will be there when class is over.
Drycleaning to pick up my Back to School Night dress. Groceries.

Hurried back. Got Rachel and did more errands including weekend
bribery deal of trip to toy store. Discussion. Debate. Purchase.
Overpriced underdressed Barbie. Grabbed dinner next door at Crisp n’
Juicy. Got home. Unloaded. Got mail. No time to change clothes.
Switched laundry. Put dinner in oven. Colin’s parents came for dinner.
Caught up. Thought Colin would be home at 6:30. Instead, call at 6:30.
‘Leaving now. Go ahead and eat.” Colin arrived at the end of dinner.
Cleaned dishes and told Rachel to take her shower. Pulled Rachel’s

homework folder to see what we had to do this week. Rachel returned and
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Wife:

Teacher:

read me a book and completed her reading log. Colin’s parents left and |
caught up with Colin. Kissed Rachel goodnight and drove back to school.
Fifteen minutes to find an open door. Worked on Back to School Night
materials and next day’s lesson. School closed at 10:30 and | headed
home. Forgot to call mom. Too late but left Colin a note to have Rachel
call in the morning before she left on her trip. Folded, ironed, and
organized. Tidied. Got out day and night outfits for tomorrow. Looked at
Rachel sleeping. Colin already asleep too. 12:30. Wrote in journal.
Then bed. (She closes her journal and looked at the other)fiGee.
We are all in there in one day. Pulling at each other. Trying to do the
things we know need to get done. For students. For Rachel. For
everyone.
Life is no longer compartmentalized. When | started teaching, school
happened at school and home happened at home. Now | work on
everything everywhere, and the one is definitely part of the other. How
many times did | run home in the middle of the day while they were
working on our house to look at something or make a decision?

How many times have | left home after Rachel has gone tocstzepd
back here so | can work? Working until | get kicked out by the custodians
at 11 p.m. A building that | don’t have a key to and can’t get in on the
weekends unless there is an event. Don’t even get me started about how

ridiculous that is.
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Researcher:

Mother:

Researcher:

Teacher:

shakes her head in agreemeniook, it's about managing everything and
getting it done in whatever ways | can. Everything gets done, but the
worlds are not separate.

Remember camp™Me¢ther giggles, Teacher looks annoyddvanted to
enroll Rachel in camp, and the registration was online and opened up on a
Thursday at 9 a.m. | am teaching at 9 a.m. | didn’t care. Colin was on a
plane, so he couldn’'t do it. | knew the camp would fill up in the first
10 minutes. So, what did | do? | gave my students something to do and
told them. Risky, probably but I told them | needed five minutes to get
Rachel enrolled in camp and to leave me at my computer.

How about today’s meeting? How does something like that impact our
work?

| am concerned with where things are headed. | support ingisasiant
achievement. Who wouldn’'t? My concern is how. Will we be forced to
adopt specific strategies? Will we all be doing the same thing? It is
ironic. When | came here to Washington, | enjoyed collaborating with the
other seventh grade English teachers. We developed some powerful
lessons and units and were able to bring students together for them. But it
was something we chose to do. Now, | feel forced to collaborate and the
teachers are not the same. We see things differently. The earlier
collaboration | did has been used repeatedly by the administration as an

example of what everyone should be doing, but it leaves out something
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Researcher:

Writer:

Researcher:

Teacher:

Researcher:

very important. We wanted to work together. The collaborative
relationship is challenging when the teachers working together do things
differently. Today’s staff meeting seems to be setting the groundwork for
a uniform approach to what takes place in the classroom. Goodbye,
creativity and independence!

Can anyone put this in terms of the students? What does thisrmea
them?
I know | will be writing about this all year, this tension | gealing
between what | feel is right and what | am being told to do.

What about students, though? Will they see the tensions?

| have often wondered if they can see the tensions. Or feel themn? T
definitely know when | am not my usual self.

tifying to reframe the discussiprBut aren’t some tensions useful? Does
school always have to be agreeable? This raises the issue of where
knowledge comes from and how it's made and who makes it. Dewey
talked about how a child encounters a problem, and the problem generates
a process for searching, creating, or finding a solution. In the process, the
child may gain knowledge. This recursive process is personal,
meaningful, and systematic. Dewey talks about the theater of possibilities.
(Researcher pauses, looks around, spreads hands wide to either side with
one hand still holding the clipboard as an acknowledgement of the stage

and the characters, and then looks and nods at audience at specific
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Mother:

Daughter:
Wife:

Teacher:

Researcher:

reference she has just made to theatdhe tensions | am facing can be a
lesson for me and for my students, and | have to be honest with them. 1
have to share some of it with them. Think about Herbert Kohl sharing
students’ test scores with them. It was a powerful way to acknowledge the
tensions and allow students to see the tensions and use their own power to
turn things around, to turn things on their head. | need to be clear about
the power that resides outside my classroom that extends into my
classroom, but | can be honest with students about the tensions | am
feeling. | need to work it out. | can show students how | am trying to
make sense of things. That gives them a model. There is usefulness in
tensions and how we manage them.

| try to talk to students about what I'm dealing with if things outside
school are impacting me. | let them know if I'm worried about something
if it has to do with Rachel.

With emphasis Or mom.

(with emphasis Or Colin.

They definitely notice relationships, so I'm certain thatdhe see the
tensions that exist if | am feeling that with the other two seventh grade
English teachers.

How does this impact our teaching identity? What we do in the

classroom? The tensions are here.
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Mother:

Daughter:

Teacher:

Mother:

Wife:

Teacher:

Researcher:

| am going to have to figure that out. | have to do what is best for my
students. | have to do what | KNOW is best for them. | can’t ignore that.
My first obligation is to my students. | feel that passionately and am
willing to take risks because that is what | believe.

They will know if | am doing things | don’t want to do. | could alwals t
when a teacher didn’t like something like the book we were reading. At
the time, | didn’t think as much about the choices, but I do now. | realize
that my teachers had to negotiate within restrictions.

| remember when we were told we HAD to teach Tom Sawg&in’t
enjoy the book, so teaching it was painful.

(ooks at her watch, shakes her head, starts packing up; shoves lots of
things into her bag and pured have to go. | am supposed to be home in
15 minutes.

And | need to go by the dry cleaners on the way.
That means an early morning tomorrow. I'll have to get here an hour
early to finish everything | didn’t get to today.

| don’t think we have all the answers to this now, but I think wahave
better sense of who each of us is and how we work together in the
classroom and out of the classroom. We're working through this. It's
clear that the students are the focus and doing what is best for them is

what is critical. I'd like to continue this conversation. | think ...
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Mother: interrupts as she thinks about the number of minutes needed to drive
home with the dry cleaning stop and still get home on) tilr@morrow.
This has to be tomorrow. | have to go.
Teacher: I need to take students’ drafts home to read. | should have gotten them
back to them today.
Wife: Maybe | can work on them while Colin and | watch Glee
(The characters hastily pack up and leave with two bags and a purse. Each character
has something that will go in the bags, so the bags end up being very full. Each
character contributing an item to a bag represents their work together and how each one
has been in the classroom, but each one will be present elsewhere. Teacher and Mother
each carry one bag, while Wife carries the purse. As Teacher leaves, she looks back at
her room when she turns off the light. Mother, Wife, and Daughter move very quickly.
Mother stops Wife and checks front pocket of purse to make sure her iPhone is there.
Wife pulls keys from purse, ready to unlock car, jump in, and drive. Stage darkens. Fade

to black)
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Chapter VII: Summary: Conclusions, Implications, and Recommendations

This chapter will present conclusions with regard to the research questions. The

primary research question for this study was, What is the nature of my teatdmtityi

at this moment in time?he related subsidiary questions were:

1. What relational roles do my multiple personal and professional selves

play in the formation of my teaching identity?

2. How do these selves become manifest in the classroom?

3. How can writing help me understand the nature of my teaching
identity?

4, How can the nature of this data be usefully represented?

In order to answer these questions, in Chapter Il | reviewed the relgeaature
about teaching identity—how narrative, social contexts impact teachingtyde
beginning teachers and teaching identity, experienced teachers and tedatiig
teachers as researchers, and Luigi Pirandello’s ®orkCharacters in Search of an
Author. In Chapter Ill, | examined the specific methodologies | used to address the
guestions: autoethnography, performance autoethnography, writing, and meltigenr
writing. In Chapter 1V, | furnished carefully written artifacts to suggesh character’s
identity. | offered end notes intended to provide a deeper context for the writftactart
in Chapter V. In Chapter VI, a one-act play based on the characters defined and

explained in Chapters IV and V allowed the characters the opportunity to intBessd
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on this data, writing artifacts, end notes, and script, | present a number of conclusions

based on the research questions.

Research Questions

Primary research question:

What is the nature of my teaching identity at this moment in time?

My teaching identity is defined by relationships and beliefs. My relatipgashi
with students and my strong desire to create a community within the classrooen whe
students can patrticipate in natural and comfortable ways characterizaahiynte
identity. With all that | do and say, | think about the impact on students. My focus has
always been on students, but that focus has shifted to be more personal and connected.

| view students differently because of my expanded roles. Becoming a mother
has changed the ways | regard students; | am deliberate in my interagttosgidents
in ways that acknowledge them as sons and daughters. | have an expanded notion of
relationships to include what happens beyond the classroom. Previously, | focused on
establishing student relationships with little regard for their lives outsit®os Now, |
take time to understand the whole student.

My personal selves of daughter, wife, and mother impact my teaching iddntity
cannot separate the personal from the professional; the two labor alongkid¢heac
Rather than compartmentalize my selves and my life, | believe it besbwoth# six to
operate together. Having these characters on stage in my classroom hasdzgidied a

and richness to my pedagogy, which benefits students.
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One way | foster relationships with students is through writing. Writing has
become essential; it is how | share my selves with students and allow students

opportunities to share their selves. In Chapter IV, | included Introductoisr kehelp

define Teacher. 1 give students this letter that provides them with persamaiatibn
about me. This letter shows students | will be sharing with them, and | elxpeett
want them—to share with me.
Writing has become an important tool for allowing students to explore realities
and possibilities. | have attempted to create what Jeff Park (2005) calsiarrizone
with writing. A riparian zone is the forested land by water that providesslaeid
nourishment for animals. For students, this is a place where students can fjedarefu
safety, but it is on the edge so it allows them to explore and negotiate meaningnbetwe
themselves and the world outside themselves. A riparian zone is a different—more
ecological—view of Vygotsky’'s zone of proximal development where students move
from their present level to their potential level.
Writing enables me to model for students what | value not only as teacher, but
also as daughter, wife, mother, writer, and researcher. Through writipgp Inoyself up
to be not in control, allowing students agency and identity (Park, 2005). The culture of
writing | strive to establish reflects the relationships and beliefsctmprise my
teaching identity:
The teacher, operating from a non-authoritarian position of power, becomes a
facilitator encouraging the expression of each writer’s ideas. Inghgesthe
teacher operates from a level of power that is perceived as being equal to the
students. All the participants are honored and respected as equals, and all have
the right to voice their ideas. Yet at the same time the teacher holds a non-

judgmental, yet authoritative, power that protects all members. The teasher ha
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the responsibility to create a sense of trust and confidence within the nsaipber

so that group members eventually protect themselves and each other within the

space. (Park, 2005, p. 154)

Writing has the ability to create a community where students can explorsetives)
their worlds, and the possibilities—what is on the lines as well as what isdvetine
lines.

In Chapter VI, Daughter shared stories about Sheena and Julian, painful memories
from my first years teaching. Through writing, | have come to view timsections as
powerful learning experiences that changed my teaching identity. uvedne to
connect with or understand them. My assumptions and biases became visible. | saw how
| affected these students and came to understand the possibilities: howmd#tdieans
on my part could have fostered positive relationships. These two experiences helped m
understand the types of relationships | want to have with students.

My teaching beliefs center on students; | believe strongly in doing wheasigor
students. As a result, | question external power structures. | try to ddegn Wnow is
best for my students with what | am asked by those outside my classroom. Nk belie
about what is best for students have given rise to tensions. The tensions have been
created as forces outside my classroom have come to bear on what takestipiaceyw
classroom; being forced to collaborate in ways that don’t support the ways in which |
believe students learn best is a conflict for me to negotiate. My baliiels gy actions.
Power is an important component of understanding my beliefs.

It has been important for me to recognize the power that comes into play in the

form of external forces as well as the ways in which | handle those forc&hapter IV,
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one of the primary writing artifacts for Teacher, Journal Emteyails my response to a

mandated content grade-level meeting. The artifact explores my fiastreo an
administrative requirement that | collaborate with the other seventh Graglish
teachers to develop common assessments. To an extent, my teaching identitgds def
by this constant mediation of the tensions related to power outside my classroom.

| also need to balance what | know is best for teaching with the relationships |
have outside my classroom. Life is complicated and messy as the variods wvorl
which | operate come into contact with one another. My beliefs about what is begt for m
students are increasingly informed by relationships outside school. As a,nhbner
certain criteria for the classroom environment; it needs to be a supportiveéhalice
recognizes differences. Through my experiences with Rachel | havetcameéerstand
how much effort is required.

I have become more reluctant to speak out about what | know is best, and | need
to reclaim my voice. Because of the increased roles, | have started tothsde. |
important to have my voice heard in decisions made about instruction. These decisions
are impacting me, and | have been reticent to get involved. It has beencegsiar my
classroom and quietly do what I believe best. | have more responsibilities ndwartna
a wife and mother, but | cannot ignore the power of my voice. | need to legitimizé wha
am doing and get my ideas to resonate with others. Moving forward, | must make time
for this.

Creating the script for Chapter VI made me realize my actions mgstvah my

identity. Seeing the six characters focus on the tensions that exist bothaingdidutside
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my classroom made me realize how | can negotiate those tensions diffek&nting
enabled me to become aware of the tensions and begin to explore the possibilities for
handling them. Many of the tensions relate to power outside my classroom angshe wa
in which power structures reach into my classroom.

In Chapter VI at the end of Scene 1, the characters end their conversation because
they have to attend a staff meeting. When the characters return for Stenedte
upset about the meeting. Teacher responds to the presentation on uniform instruction and
common assessment among teachers that seems to be the latest focushobthe sc
administration. All six characters are very independent and focused on the ability to
make their decisions.

Both the primary writing artifacts in Chapter 1V and the script in Chafiter
enabled me to uncover some of the power structures | had not seen. | truly saw my
classroom and the influences; some of the power at work outside my classroom had not
been visible to me until | spent time depicting my classroom and my school. Also, |
came to see how | am impacted by what takes place outside my classnoexamining
what | do with students, | realized that some of what | do is not based on choice, but on
appeasement. There are certain concessions | have made based on extetatibespe

Although | work to empower students, this study has prompted me to reclaim my
own power. | feel confident in my ability to make the right decisions. The ¢besaxd
Mother and Daughter are firm and ferocious in beliefs and actions; | need to work to
transfer these qualities to my work as a teacher. In many ways, thoserteare about

creating curriculum and determining what is best for students. Knowing svbest for
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students is having power. This research has awakened me to become a teaidter acti
who argues for what is best for her students.

Relationships and beliefs shift. The relationships and beliefs that constitute my
teaching identity at this moment in time are changing as | writsémence. The
shifting requires continuous reflection and revisiting. Reading a selectimnMatilda
to Rachel before bed tonight as Mother will change my teaching identity. Tabkimyg t
mom on the phone tomorrow about plans for Thanksgiving as Daughter will change my
teaching identity. Understanding the ways in which everything | do has ant iompaxy
teaching identity has been a powerful learning of this work.

Through this research | have come to understand and appreciate the relationships
and beliefs that constitute my teaching identity at this moment in tinealize the
complexities of my roles and the ways in which they interact. | am a diffesacher,
one who does not see things through one lens; the multiple perspectives of the six
characters add layered richness. This change is evidenced by the completg lwEndi
my six selves in the public and private spaces they inhabit. This research has been
powerful; it has been an emotional journey into my past and present that haswetih me

deeper knowledge of myself and ideas about changing myself.

Subsidiary research question #1.:

What relational roles do my multiple personal and professional selvesa) in

the formation of my teaching identity?
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All six selves, all six characters, are present in my classroom. Thbasixcters
are in continual discourse; with every decision, each character exerts inflidree
presence of these six characters creates opportunities for me to work withsstudent
deeper and more meaningful ways. Mary Catherine Bateson (1989) considers the
possibilities when a person is in fact a collage, or a combination of influencestjrtie
now to explore the creative potential of interrupted and conflicted lives, whereesnerg
are not narrowly focused or permanently pointed toward a single ambition” (p. 9).
Through conflicts, creativity emerges. My six selves are conflicted in @dth wants at
a given moment, and these conflicts give rise to creativity in both public and personal
spaces. Each time | have a conversation with a student, | negotiate the diasours
Daughter, Wife, and Mother in addition to Writer, Teacher, and Researcher. Each
character’s voice is present. Some voices may be louder, but the influences, @hich ar
the facets of the characters that impact my work, are present.

As a script with the six characters on stage together, Chapter VI crgatetsst
of the relational roles the personal and professional selves play in the formatign of
teaching identity. The study made me look more carefully at the rolesacher and
Mother. As Mother and Teacher work inside and outside of the classroom, there are
conflicting interests between students’ needs and Rachel’'s needs. Negutiaisgy
needs are greatest at any given time impacts what happens inside and loaitside t
classroom. Part of my struggle is determining which characters ensedgensnant and
for what reasons. By establishing the six roles as separate characteaegysytsem

through performance autoethnography, | was better able to understand how, and for what
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purposes, they acquiesce and disagree. Moreover, Chapter VI allowed me to explore
some of the unvoiced ways in which these six separate characters combine ty form m
teaching identity.

In Chapter VI, each character spoke about her contributions to the formation of
my teaching identity. Daughter’s parent relationship influenced classroeradations.

As Daughter came to appreciate her relationships with her parents throtigd, \wer
teaching identity expanded in the ways she communicates with students ansl parent
Daughter spoke specifically about being embarrassed by her dad anchasimgrnory

to ensure she did not embarrass students in the classroom. Daughter shared her
awareness of her parents’ vulnerability, using that to understand what studgrttbeni
facing as they become cognizant of their own parents’ imperfections.

Wife talked about how she contributed commitment to my teaching identity. As a
result of her relationship and marriage, Wife had increased consciousness alesg succ
and failure of relationships. This knowledge was important for how she interadted wit
parents, especially parents who shared details about their own relationships. Wif
recognized how students struggle with their parents’ relationships, and @ffeetythem
academically and socially. Wife’s grasp of the complexity otimdahips changed her
teaching identity by fostering deeper commitments to students.

The characters work together and compete against one another. In Chapter VI,
the characters answered Researcher’s questions while focusing on indast#tsal Wife
completed a “To Do” list with all she needed to accomplish. The list was not specifi

her role as Wife, but contained items connected to each of the six characters. The
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“To Do” list represents the ways in which all characters are connedtdthtd do brings
the characters together with each one pervading all that | do. Which tasks get
accomplished and the order in which they get completed is based on a complex set of
priorities that I, through the six characters, negotiate.

| have always been responsive to student needs, but | am more responsive now. |
spend more time thinking through the needs of individual students. | have an increased
awareness as a result of my increased roles. Establishing relatiomghiptudents has
become more critical to me. | focus on knowing my students at a greptlersdd can
better understand them. | am more aware of the complexities that exidedhesi
classroom that we all bring with us into the classroom. | have tried to foster more
openness; | am more open with students and have tried to create an environment that
allows them to be more open as well.

| have come to recognize that there are times when school is not and cannot be the
top priority. At times students are facing things that are more important addanbe
resolved before students can shift their focus back to school. | acknowledgiihgse
to students and parents. | continue to be Teacher but recognize that sometimesdhey n
Daughter, Mother, or Wife instead. | try to bring forward the charactemilhprovide
the greatest assistance.

In Chapter VI, one of the primary writing artifacts for Mother is Splashes
The artifact covers a series of summers and my time spent with Rachelg IS@&in
much she has changed and grown in six years has made me appreciate the nlanges a

growth in students. In the same ways that | have come to savor my time walittl Ra
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appreciate the interactions | have with students and try to slow down anchesallyhat
students are telling me. Being a mother has made me recognize the impofrtance
working to understand my students, getting to know them beyond the traditional work
that takes place within the classroom.

I nurture relationships through the ways | design curriculum for students. The

artifact Seventh Grade English Project Handiettils a project students complete at the

end of the year. For the project, students select a quest to pursue and represeghi
visual and written elements. The project is designed to give students choices while
sharing about themselves as well as what is significant to them. This phoest s
students they are important and can make a difference. They are empowered to work
towards a goal. At the end of the project, parents come to a gallery nightheisee

work, which also impacts their relationships with their families. Curriathaices are a

way to make connections with and among students.

Subsidiary research question #2:

How do these selves become manifest in the classroom?

All six characters are present in my classroom at all times. Allisitde in a
physical sense, represented by objects. Some are silent; others are outsiairrareA
involved in decision making to differing degrees. Sometimes, one character is
outspoken. At other times, all six are shouting at once. The situation dictates which
characters are speaking. Students, if they choose to do so, might see ittershamd

participate in the drama, too.
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Students are aware of my multiple selves because | share what | @nasloin
Daughter, Wife, and Mother as well as Writer, Teacher, and Researchety rates
have expanded, so has my communication about them with students. | am more explicit
with students about what is happening and why.

The characters are present in a physical sense through biographical. olnject
Chapter VI, the audience sees my daughter’s artwork and writing displayemtagest
cabinets. In Chapter VI, Writer shared an old journal selection, something Irdo wit
students so they see me as a writer. Also in Chapter VI, Researcher and fiefacher
books located on my shelves, indicating reading | have done related to research and
pedagogy. The items students see and those | refer to represent the sigrsharac

The very first thing | share with students is Introduction Lettiich tells

students about my past and present outside school. | choose to share with students; the
conscious decision to do so has expanded my communication with students and students’
communications with me. My openness to share my roles, showing students all six
characters, has encouraged them to share with me.

The roles are visible in both simple and complex ways, in understanding and
action. Daughter empathizes with students struggling in their relationgitiptheir
parents because of her own struggles. Parent relationships are significkoiésocents;
students need ways to explore those relationships to better understand them. rDaughte
allows me to connect with students’ experiences and to offer suggestions.

Because Mother does not always get everything done, | am more accepting of

students who encounter difficulties. 1 am no longer able to grade and retung vwrit
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one day; there are times when | don’t get something done that | told studentd baoul
Something may come up with Rachel and my time gets taken. 1try to be undegstandin
when something similar happens to students; unexpected things can get in the way.

As the characters present and discuss their roles and responsibilities in
Chapter VI, it is clear how the private and public worlds operate together andalgpara
All six characters are present within the classroom but also outside theaassNhen
the Wife shares her “To Do” list, it contains items connected to both personal and
professional. The two places are not separate, and the six characteesemeiprall
situations.

When | began teaching, | stayed in my classroom very late preparing foexh
day. | cannot do that any longer. My responsibilities have expanded, and | muat meet
larger number of personal and professional commitments. There are tensions present a
work to manage everything. | am often faced with making decisions about what to
accomplish within an allotted period of time. There are times when things do not get
done. | have learned to accept this and work towards deciding what has to get
accomplished.

Despite the tensions, there are benefits. Complexity adds depth. The additional
experiences | have had as a daughter, wife, and mother influence and impactttvork wi
students. Although my responsibilities are greater, | have a strongeo$ess is
truly important and convey this to my students. Students have the ability, if they choos
to, to see these separate characters. All six are manifest in multydewtin the

classroom.
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Subsidiary research question #3:

How can writing help me understand the nature of my teaching identjt?

Writing was integral to this research. Daily writing helped me comprelhend t
power writing could hold in sense-making; it has had a profound impact on my teaching
and teaching identity. Writing has become both habit and practice. | write daily, on m
own and with my students. Writing has changed me in powerful ways. | am clearer
about what is important; | am aware of what is happening around me as weltlas insi
me. Writing has enabled me to define my teaching identity at this moment in tinite, but
has offered me much beyond this research.

Writing is a recursive reflexive process. Through writing | made sefinsgy past
to understand my present. Writing is ongoing; as soon as a moment passes, things
happen that need to be examined, which requires more writing. Experienceseaire bett
grasped through writing. | have been able to step back and step outside, writing about
past events through different lenses. Thinking about an event does not offer the same
depth as writing. Through writing, events become complex and simple at the same tim
Britton (1970/1985) suggests language enables sense-making:

What is organized is far more than words, but words provide the means by which

we organize it. It often happens that as we try to recall an event, to revive some

vague memory, we find ourselves searching for a word, the name of a place or a

person perhaps. And with the word, when we have found it, the whole thing

comes into focus. It is as though language were the Ariadne’s thread by which we

penetrate the maze. (p. 56)

Through writing, my experiences have been clarified to allow me to comprehend how

the experiences contribute to my teaching identity.
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In constructing the primary writing artifacts, | was able to sépangself into six
characters. Although | am one person, experiences combine to create that person;
individual experiences are often connected to one character. Dealing wiléd'sy
illness was unique to Daughter. Watching Rachel swim was unique to Mother. The
multigenre writing enabled me to define the characters in ways thiieddheir
influences. Writing about them as separate characters allowed me toytake m
dimensioned and tangled self and create a sharper, focused image fortbach of
six characters. The process of crafting the primary writing artifeassmoving;
revisiting the past through writing was emotional.

The process had a profound impact on me; it stirred up memories and emotions
and was painful, yet powerful. In particular, the primary writing atsféar the
character of Daughter were difficult to compose. Many of my constructéshs about
my childhood surround my dad. In choosing how to represent the character of Daughter,
| came back to the same experiences, all of which were connected to his healt
writing Decisions | relived the experience of helping my mom get her house ready to
sell. The writing involved facing memories. Writing about the mundane process of
sorting items helped me revisit what was going on beneath the surface.

In the primary writing artifact The Skin Undernedtifocused on my identity as a

teenager. Writing camp was significant because it allowed me to expladentiyy and
act differently. Writing about the experience enabled me to see how power&dl [toth

at the time and later. Through writing, | was able to make connections between my
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experiences at camp and the ways in which | began to distance myself at weimbioly
to be more true to myself.

Constructing the primary writing artifacts in Chapter IV was parttealing
process. | had not revisited these memories for a long time. For some oifslcésathe
revisiting was necessary, yet difficult. For others, the revisiting Itdusck the joy that
| experienced when | lived them. For each artifact, | came to strongestamiings of
the experience itself and the impact it has had on individual characters aedamyg
identity.

Writing the script for Chapter VI was an aesthetic process. Having toiateg
the relationships between the six characters brought them to life for mex All si
characters reside within me, but each one has a clearly defined rolemstisiassroom.
Each character is an advocate coming from a unique perspective. Writiegeching
identity as six characters on a stage enabled me to untangle the mefsimgs$saching
identity to see how it is a series of components: characters who work together,
interacting, debating, and engaging in discourse to determine outcomesltortst

Creating a script enabled me to define my identity in a specific wayauBedhe
script can be performed, the writing has the power to extend boundaries in ways other
writing and research methodologies cannot. The script is a unique form of writing
because it works in multiple ways and can be read or performed. Readings and
performances are different; the impact this writing has is dependent upohiow i
presented. Readers will have a different experience than audience meimbeissway,

writing has allowed me to define my teaching identity in multiple ways withpaue.
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The writing in Chapters IV and VI focused on understanding myself, my selves,
and my teaching identity. Through writing, | have come to distinguish past expesi
Writing has become an essential daily practice. | continue to make sehswgsf t
through writing. Writing offers me a time and place to analyze. After aralyain able
to act. After processing through writing, | am better equipped to make decisions

hooks (1994) talks about the importance of self-actualization. Writing has
enabled me to go through a process of discovery and healing. The benefactors of this
process are the people who surround me—my family and my students. To better
understand my students, | need to better understand myself. | have closaheexam
life through writing. This close examination has enabled me to uncover some of the
issues that remained unresolved. Bringing them to the forefront has been painful, yet
necessary. Writing has allowed me to face my past in specific ways Weabtoaught me
greater understandings and have allowed me to feel resolution.

Completing this research has changed me and allowed me to see myself
differently. | see how the things | have been through and my relationshipg mtghat
| do and am. This is true for students as well. My deeper understandings oflrayself
enabled me to see the ways in which experience informs their identities. Much of
seventh grade is about figuring things out; | recognize students need to engategn wr

to understand their emerging and constantly shifting identities.
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Subsidiary research question #4:

How can the nature of this data be usefully represented?

Because autoethnography privileges the individual, my data has beeeméges
as a script to evoke a response from the audience (Muncey, 2010). The resdmmgh is a
me; it is my story. In presenting my story, | wanted to take the audience imgistery
to experience it the same way an audience might experience a performaneseripthg
intended to bring to life the six characters as “an artistically constiyiece of prose,
poetry, music or piece of art work that attempts to portray an individual expeireac
way that evokes the imagination of the reader, viewer, or listener” (Muncey, 2010, p. 2).
Performance autoethnography is intended to impact the audience, making the audience
connect with my story in very real and personal ways.

Utilizing multigenre writing was a unique way of presenting and anajyzin
data. | crafted the primary writing artifacts and the script in purposetfys to produce
data and make meaning; together, these writing pieces create a portnaiteafching
identity. The writing process itself served as both data creation andianditysriting
the primary writing artifacts, | struggled to see myself as siewifft characters.
Because life is tangled and messy, the writing forced me to separagie dhin
untangling myself into six different strands and allowing those strands to stexedaaid
be depicted through writing.

Researching the self is difficult because it is by its very nature ehsebself.
Using multigenre writing enabled to come to richer understandings in waysttbat ot

forms of writing would not have afforded me. | could see myself through other
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perspectives by writing multigenre pieces from different points of viewveal myself

not just from my standpoint alone, but also through those of others whose perspectives |
took on in some of the primary writing artifacts; Colin and Rachel are preséuet in t
primary writing artifacts.

The creation of multigenre writing pieces to define the six charactersdfa
creative way to present myself to myself and to others. The representatierdata is
critical for others and for me. By creating a script, | attempted to brangix characters
to life for readers. The characters all reside within me, but they wra#tlene another
as if they were indeed separate characters. At times, their integedigeagent and each
character is trying to have her voice heard.

Lawrence-Lightfoot and Davis (1997) state that context, or the settingcialcr
to understanding experiences. Creating a script set in my classroondenakie
establish the context for the audience. Having these characters on stage tdigetbd
me to represent the struggle in ways that make it visible, audible, and real.ripheasc
be performed or read, but it allows readers or audience members the opportunity to
become part of the research. In joining, the audience is called to action to undegstand m
selves and how they constitute my teaching identity.

Although this research has been about my search, it has also been about how to
share that search and provide a means for others to pursue a similar searclitinthe w
pieces provide a model for others to examine their selves, their roles, andati@mge
identities. Dewey (1934) wrote about the ability of art, writing or performaoazgate

richer experiences:
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Tangled scenes of life are made more intelligible in esthetic erperiaot,
however, as reflection and science render things more intelligible by icrdtect
conceptual form, but by presenting their meanings as the matter of eed|arif
coherent, and intensified or “impassioned” experience. (p. 290)
Representing the data and analysis through multigenre writing and a perderma
deepens the experience of the researcher and the reader. The possbiéitidseiper
and more meaningful experience are present through such representations. Using
multigenre writing and performance autoethnography opens up different ptssiand
interpretations for reader or audience: “Data might be better conceitbd material for
telling a story where the challenge becomes to generate a polydatariiase that is
used to vivify interpretation as opposed to ‘support’ or ‘prove™ (Lather, 1991, p. 91).
For each member of the audience and for each reader, this research provides a unique
experience in which he or she may take away different meanings.
To understand myself at this moment in time, | have had to look backwards. | felt
a need to explore my past to better understand my present. Maxine Greene (1995)
suggests there must be an awareness of the past, of something left behind, in the
formation of something new. To create a definition for my teaching idehkiadg to
examine what | had left behind. My past involves tensions. To better understand those
tensions, | created the multigenre writing. By using my imagination anichgyri was
able to explore the tensions. The creative process of multigenre writing@mnabito

give meaning to my past experiences, which is something Dewey (1934) saw as

necessary to making sense of the present.

292



Tessa Muncey also sees the importance of looking inward, “It is our capacity fo
reflexivity, the awareness of being aware, that allows us to representameseat the
products of our imaginations in a variety of ways” (2010, p. S5ur own experiences
and those we share with others are best understood by using our creativity samdrder
represent them. The acknowledgement that we are, in fact, using tools such as our
creativity to make sense of our world allows us the opportunity to explore it im riche
ways. This study has been grounded in that awareness.

It is in the search for answers to problems that creativity—an essamtipbnent
of human experience—emerges. This research has been about my experiences and my
attempts to understand them in order to define my teaching identity. Mgrapalvas
deciding how to present my personal and professional selves. In sorting through the
tensions of defining the characters in meaningful ways, | decided to orekitgenre
writing pieces. Multigenre writing is not typical in research, but des®my purposes;
the choice arose from my desire to present the characters in a different way.

Meeting with Dissertation Chaia primary writing artifact for Researcher, details

in a fictionalized account my efforts to convince my dissertation chair absuegearch.
| knew | wanted to do something that would broaden the conventions. | felt strongly that
the research had to be meaningful to me. | recognized that | wanted to present the
research in a different way. All of these things were in opposition to most maysadh
doctoral students approached research at my institution.

| decided to pursue autoethnography, specifically performance autoetphpgr

because | was intrigued by the possibilities. It meant constructing sehefvrsethods
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and working to ensure that they would be seen as valid. My desire to do something that
was not “traditional” helped me develop my research questions and methodology. For
me, there was a tension between safety and risk-taking that helped meilie ocreay
research and how | represented it. Creativity has been a critical compgradiotving

me to make sense, in a variety of ways, of the experiences | have had, which come

together to create my teaching identity at this moment in time.

Implications for Future Research

This study researched one teacher’s identity at a specific momengin tim
employing the methodologies of multigenre writing and performance autoesmhygr
Further kinds of similar research exploring this topic from other teachesgqumtives
would be enlightening. Perhaps other teachers in other socio-cultural settiraya or f
other backgrounds might research teaching identity, or frame similar kimelseairch,
differently. A cross-cultural study investigating teachers ati@iratages in their
teaching careers who are interested in exploring their teachingydanght be helpful.
Such a study could provide evidence of how such research could be framed as well as the
methodological approaches employed.

Multigenre writing and performance autoethnography are but two ways o
structuring research of a teaching identity—might cultural differeegést among
teachers in other non-suburban, non-middle-class settings who are sinnitrryed in
exploring the nature of their teaching identity? If so, what might suchrcbdeak like,

and how could it be expressed? Would the research result in different scripis? If s
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what might scripts on this research look like? What might those understandings
contribute to the larger discourse of research on teaching identity?

Perhaps a comparative investigation focusing on still more experiennedioe
teachers’ explorations of their teaching identity might be useful to deteme
meaningfulness of such study at different points in teachers’ development. Rerhaps
longitudinal study, using the same methodological approaches of multigenrey\anit
performance autoethnography, might yield especially meaningful eedBacteachers’
identities change or remain constant over time? In what ways do they chargg? W
characteristics remain the same? Perhaps a play that was éreatedch a study might
provide an even deeper, more complicated understanding of a teaching identity.

More research is also needed on the design and usefulness of multigenre writing
and performance autoethnography for exploring a teaching identity. | usegemrd
writing because writing was a way | could explore past experiences, anditigenre
format allowed different points of view and genres. | used performance autoefiinogra
because | was able to study myself and present the research in two s@yst that can
be read or performed. These methodologies were useful because they allowed me to be
creative; | could fictionalize elements for emphasis and choose genres teproique
insight into my experiences. Such a structure might easily have been inappropriat
however, leading to a non-empirical or superficial portrayal of my teacthamgity.

More research incorporating such methodologies would be welcome to confirm
the usefulness of multigenre writing and performance autoethnography. Such studies

might also extend the possibilities for further research and exploration. ticufzar at
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the preservice, in-service, and administrative levels, multigenre writthgperformance
autoethnography offer possibilities. At the preservice level, these methodologiks
provide a means for preservice teachers to more actively consider tredopley
teaching identities. It would afford them the opportunity to deconstruct the exitrgs

of field experiences and determine how those experiences align with thdopiege
identities. For inservice teachers, these methodologies would allow thesvionexplore
their positionings both inside and outside of the classroom for greater understandings of
what takes place on the lines as well as between the lines through writing. For
administrators, such methodologies would increase their awareness of tiet gledti
connected roles of teachers and administrators. Also, administrators would have an
increased repertoire to call on as they puzzle through their role as an adhoinétd

their work with teachers.

Limitations

As noted in Chapter |, results may not be generalizable to other teaclarsebec
this study researched my own personal teaching identity at one momiemg.inQthers
may choose to replicate the methodology as part of their research, but mysfiading
limited to my own teaching identity. This research is about my search to understand
myself and define my teaching identity. In this sense, the research is wetnyome
person’s story. This research can provide others with insight into their own ggachin
identities through textual connections. However, others interested in definingwimeir

teaching identities will need to conduct their own research.
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Because this research was conducted in my classroom, | was both tedcher a
researcher. Although | was continually aware of my subjectivitiesyédelual roles
that can be seen as an additional limitation of this study. Researchimdfthe s
autoethnography—is difficult, yet powerful. Because | was subject and objedttd ha
maintain an awareness of which role was being performed at which time. The
complexity of being teacher and researcher made the research difiduliaa
continually focused on validity. However, the dual roles of teacher and reseashe
have allowed me a greater depth to my search and findings. The artifacts—the
multigenre writing in addition to the script—work to support each other in ways that
confirm the conclusions. The triangulation of data supports the conclusions by providing
multiple sources.

Lastly, the findings are limited by time; | defined my teaching idgatione
moment in time, so the definition is contextualized based on what | knew at the moment.
My understanding is limited to this moment. New experiences will alteeathing
identity by adding to the dimensionality of the individual characters. The eaitig$ |
have worked to untangle will reform; at this moment, my teaching identitydsqéle.
As | write this sentence, my teaching identity is shifting. Each encocimi@ges me in

subtle or profound ways, adding richness and depth.

Recommendations
Several recommendations emerge from this research. First, this studstsugge

the importance of reflective writing in teachers’ professional livesaahézs move
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towards a fuller understanding of their teaching identity. In this studyngvhelped me

make sense of my work in the classroom and the larger world | inhabit. Writehg wa
critical to understanding myself and exploring my teaching identity. Ttaiausnd

develop such understandings, | must continue to write in order to continue to make sense
of myself and my teaching identity. Because | am shifting, | need to continue my
explorations to maintain these definitions.

Second, the evidence in this study strongly suggests that | am not one person in
the classroom. The six characters | defined work alongside one another timtnsti
teaching identity. These characters influence my work with student$. cBaracter has
a role in defining my teaching identity. As my life has become more complex, the
characters have added depth to my work with students. Things are not as straagthtforw
yet the complexities add depth to the community | have created in my classroom.

Third, the evidence supported by this study suggests | must be explicit with
students about the power struggles | am experiencing. | can empower amgself/
students, but let them see the tensions that are present and the ways in whité | wres
with and manage those tensions. Up until now, | have been reluctant to share with
students about the external pressures that impact the classroom. Howewvets strte
sense the greater forces at work. Because | believe it is criticedate relationships
with students, | need to share with them. Knowing what is going on can empower them
as well.

Fourth, this research has made me recognize a few aspects of my tedethiity i

that | want to change. For a variety of reasons, | have become reluctanttionques
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authority. | found passive ways of dealing with differences. | needeiorait approach

to include a willingness to learn from others while standing up for what | thinkti$obes
students. Currently, | shut the door to my classroom and do what | think is best for my
students, but | need to share these ideas with others so they can understand my rationale
for doing things differently. | do not want to continue to hide what | am doing in my
classroom. Rather, | need to be supportive of difference, but ensure others know what |
am doing and why | am doing it. | know that my students are benefiting frorheiges

and | need to find ways to share the results beyond my classroom in ways that can
transform the discourse with my colleagues.

Lastly, this study of my teaching identity has awakened me to the need to involve
students in determining which characters are connected to specific actionsrdad w
Students themselves are not singular, unified identities, but like me, students ar
characters themselves who possess multiple characters. Students mag 3ot ha
different characters, but they have more than one. The number is unimportant. What is a
issue is helping them to begin to see themselves in ways that allow them to better
understand and imagine themselves and the many ways their experiences canfoé power
forces for exploring their place in the world. Students are struggling ehatitity, and
examining their characters will foster increased understandings. ¢H#éném see which
of my selves is present at a given moment will provide a model for them to do the same
Other teachers, teacher educators, teacher education programs, and professional
development programs may benefit from these recommendations. As noted more

explicitly previously in the concluding section bnplications for Future Research
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such systematic and institutionalized investigations might provide richerstaigings

of the complexities of teaching identities. Teaching identities are nof fboatinuous
exploration allows teachers—perservice and inservice—opportunities to better
understand their work with students and their positionings inside and outside classrooms.
These investigations can also provide increased understandings for adramsistnalt

teacher educators who work with teachers.

Concluding Comments
Living, telling, retelling, and reliving mark the qualities of a life.
Clandinin and Connelly, 2000, p. 187

This research was about story. My search began with a desire to understand my
teaching identity at this moment in time. As part of the search, | used wataapture
my story. In telling my story, | had to go back in time to relive and retejpasy,
looking back at people and places from my current position, sifting through memories.
My teaching identity at this moment in time is a bricolage—a creatiornoflwas
before as well as who | am now.

To define my teaching identity, | had to demarcate my life, past and presgnt. M
life and my teaching identity are entwined; to understand one | have to understand bot
Through story, | have come to better know myself and see my life in new and different
ways. Revisiting past experiences and exploration of current situationsstomymy

life and my teaching identity. Story grounds this research and how it is poesente
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Our experiences help create characters and shape their roles. Theertiles ar
representations of those experiences. The six characters who inténaciwi
classroom have come about through experience. The experiences have shaped the
characters and help them to act and react to situations within the classrodmaajgac
new experiences shape some or all of the characters. Examining theseerhheact
helped me understand the past experiences to see their impact on my classingom a
point in time.

Going through this process has reminded me of what | want: my personal and
professional goals. | want to be in my classroom with my students. | want to ge in m
home with my family. The six characters reside in these two places. Tademsions
present in both, and an increased awareness of those tensions can help me tiegotiate
| need to strive for balance between the worlds and understand the blendingethat tak
place.

For me, teaching is a drama. The methodology of performance autoethnography
allowed me to tell my story through performance, “Performance carebeaseéhe
embodiment of story” (Muncey, 2010. p. 31). The struggles and rewards present in most
plays are present in this story, both in the overall representation of my teachiitg ident
as well as the individual characters. On any given day there may bplenpitits taking
place. The world my students and | have created on that stage is a worlg | enjo
inhabiting.

Each day, | provide opportunities for both my students and me to write. Writing

brings me contentment and a sense of understanding. Writing fosters engagement. B
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writing and analyzing what takes place in my classroom, | was abledtea@nd acquire
knowledge. Writing is a sense-making act. The knowledge | have gained from this
research has come through the writing and the ways in which the writing required
creativity and imagination.

| realize now that this research has made it possible for me to stay in my
classroom. When | began this process, | thought the research would take meaway f
my classroom. This search has been what | needed to keep me there. My improved
understandings of myself have made me realize that | am exactly Wwhanéto be:
surrounded by students in my classroom and family at home. The research journey has
allowed me to more clearly see where | am right now and how | got theigereSearch
has also helped me imagine where | would like to go. | want to remain in msoolass
and continue to explore myself and my identity. This research has helpedineethea
fulfillment I receive from work with students. | now comprehend the deep and strong
connections | have that are due, in part, to my various roles. The increased number of
roles has added richness and depth to my work with students and completeness to the
teacher | am and want to be.

This research is intensely personal. In sharing the writing, | ammghagiself
and very intimate information. Creating these snapshots of myself has prowdeithm
answers. These snapshots are intended to provide others with answers aa well as
process for themselves or others to use. Being the subject of my resbaxehpken
both participant and observer. It has been painful, yet illuminating. | hageteeflon

who | am and what | do in very concrete and specific ways. | know what has brought me
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to this place at this time. | better understand the experiences that haveggetéert to
form my teaching identity. | also have constructed ideas about the wayd tov
change.

This has been an intense process of critical awareness. | am betteirfgr ha
embarked on the journey, but it has brought a range of emotions that | have had to
contend with while sifting through the data. This is not a journey to be undertaken
lightly. Others should be aware that digging into the past can be unsettlinj as we
fulfilling. If others are considering embarking on this journey, they should berptepa
for the flood of emotions that will surface as they stir up past experiences.

This research has helped me better understand myself. | have enjoyedédks proc
of figuring out more about myself, but | am ready for the process to end. s bivout
each of the roles, | am reminded that being Researcher has taken enertpefathers.

As | have sifted through the data and made sense of myself in the classrobosbayd
has been entertaining my daughter. There have been occasions where | have had to
choose between spending time with my family and working on this research. The
tensions exist because both the work and my life outside the work are essential.

| feel strongly that | must continue my work to understand my teaching identit
However, | also need to strengthen the relationships outside the classroom. Fthishing
work means | can return to a more balanced existence. | will alwaysbeaaaher. |
have imagined my next project, but | know | cannot be consumed in one space or the
other; | need to seek balance between the six roles so that my personal andpeadfessi

selves can work equally to help me establish a balanced life. Questions atamiripor
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all that | do. | need to ask the questions and seek the answers. The questions can be
related to any of my roles and come from the personal and professional spacks.| inha

| have begun to see the work as never-ending. Indeed, defining my ever-changing
identity is a lifelong pursuit. This research has provided an initial frameworké to
understand my teaching identity, but it changes daily. Each new classroom event or
personal experience changes me and changes my teaching identity.s@&#ishe
supports the notion of regular written reflection to better understand practiaddition,
this research supports doing that writing in unique ways. The exercises and floavet
supported my understanding in ways that traditional written reflection would moll. |
continue to look for different ways to explore myself and my teaching identity in a
variety of written forms.

For now, | need to step back and look at what has been accomplished. | have a
strong sense of how | work within the classroom. | can now see myself as @eroutsi
stepping into my room might. | can better comprehend the ways in which my roles com
to play at this moment. | know the roles will change as | move forward. My ienlit
shift with time. | recognize the importance of continued questioning to better amdkrst
my teaching identity. It will be a recursive and continuous process movingrthrw
Calvino (1988) provided insight into the possibilities that exist with the exporafi
each experience:

Someone might object that the more the work tends toward the multiplication of

possibilities, the further it departs from that unicrum which is the self of the

[author], his inner sincerity and the discovery of his own truth. But | would

answer: Who are we, who is each one of us, if not a combination of experiences,

information, books we have read, things imagined? Each life is an encyclopedia, a

library, an inventory of objects, a series of styles, and everything can be
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constantly shuffled and reordered in every way conceivable. (p. 124)
In some ways this dissertation has provided—and continues to provide—a multiplicity of
possibilities through a series of methodological approaches as research tetchigg
identity. | hope this encyclopedia, library, inventory of objects, and seriédes s

suggest the constantly shuffling layering of one teacher’s identity.
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